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BLACK CULTURE CENTER:  
USAGE AND RACIAL ATTITUDE IDENTITY STUDY 
Tyler Page 
Dr. Jeni Hart, Dissertation Supervisor  
ABSTRACT 
 
The purpose of this study is to examine the relationship between racial identity 
attitudes of Black students at the University of Missouri and their usage of the 
Gaines/Oldham Black Culture Center. Cross’s expanded nigrescence model and Astin’s 
Input-Environment-Output model are used as the theoretical frameworks to guide this 
quantitative study. This study examined data collected from 194 participants. Utilizing 
participant responses to Cross’s Racial Identity Scale instrument, and Two-Step cluster 
analysis, three racial identity clusters were created to serve as the independent variables.  
Participants’ responses to their usage of the GOBCC created one dependent variable 
through the usage factor analysis. Analysis of variance and analysis of covariance were 
conducted to determine if a there a relationship between Black students’ racial identity 
attitudes and their usage of the GOBCC. The results of this study suggest a Black 
student’s racial identity can explain up to 83% of the variability in their usage of the 
GOBCC.  Additionally, Black students with more immersion-emersion attitudes are more 
likely to use the GOBCC than their peers, and Black students with more pre-encounter 
attitudes are less likely to use the GOBCC than their peers.  The findings of this study 
have important implications for Black Culture Centers, institutional policy making, and 
research.   
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CHAPTER ONE: INTRODUCTION 
During the spring semester of 2010, I came to campus at the University of 
Missouri (MU) and proceeded to work as usual, unaware that just a few yards away from 
my office, the lawn of the university’s Gaines/Oldham Black Culture Center (GOBCC) 
had been covered with cotton balls. Afterwards, I discussed the incident with fellow staff 
members and discovered many students were unaware as to why the use of cotton balls to 
vandalize the GOBCC was so offensive. I was disheartened and reminded of past 
incidents at other universities where Black1 custodial staff had been photographed 
picking up littered cotton balls from university property as a joke and the numerous 
conversations I have had with students over perceptions surrounding the Confederate 
rebel flag. However, I was pleased that Black students at MU had a Black Culture Center 
(BCC), which I hoped serves as a visible, safe, and welcoming place on campus, 
particularly during such hostile times.  
Upon reflecting on the cotton ball incident, I began to wonder exactly who the 
GOBCC serves. I pondered if all Black students viewed the GOBCC as a safe and/or 
welcoming place on campus. I also considered whether an individual student’s racial 
identity was a factor in their usage of the facility. For example, might Black students who 
have more Afrocentric attitudes utilize the GOBCC more than Black students who have a 
low race salience? If this might be the case then, is the GOBCC really for all Black 
students? According to the GOBCC mission, the facility is dedicated to Black students’ 
participation in every aspect of campus life (Gaines/Oldham Black Culture Center, 2011). 
                                                          
1 For the purposes of this study the terms Black (non-international) and African American 
will be utilized interchangeably. 
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However, what if the facility is unintentionally catering to or deterring particular Black 
students based on their racial identity characteristics?   
The development of BCCs originated out of an environment influenced by the 
Civil Rights Movement of the 1960s and subsequent higher education legislation (Hefner, 
2002; Hord, 2005; Patton, 2006a, 2006b; Princess, 1994). The Civil Rights Movement 
prompted predominantly White institutions (PWIs) to better understand Black culture, 
while the 1965 Higher Education Act provided Black students financial assistance to 
attend college (Patton, 2006a; Princess, 1994). The confluence of these factors may have 
contributed to an increase in the Black student population at southern PWIs from 30,000 
to 98,000 during the 1960s (Patton, 2006a). This dramatic increase presented problems 
for institutions; specifically there were too few resources to support the Black student 
population (Patton, 2006a, 2006b). In light of the limited resources for Black students, 
retention was a concern. In addition, PWIs wanted to increase Black student retention and 
graduation rates, while eliminating the “discrimination, isolation, and racism that 
permeated the climate they [Black students] found at PWIs” (Patton, 2006b, p. 3; 
Princess, 1994). One possible solution to address these concerns was the development of 
BCCs, or Black culture houses. The first BCCs were created in the late 60s at PWIs and 
provided safe havens and a place where Black students could study and celebrate their 
culture (Patton, 2006a, 2006b; Princess, 1994). Currently, BCCs can be found on at least 
54 college and university campuses across the nation (Association for Black Culture 
Center, 2012).  
It was not until 1972 that MU established the Black Culture House. The house 
provided Black students with a “setting in which they could discuss current issues, 
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socialize, and enhance the understanding of Black culture and history” (Gaines/Oldham 
Black Culture Center, 2011, para. 1). Six years later, the Black Culture House was 
renamed the Black Culture Center, and moved to its current location, an area of campus 
more visible to students. In 1998, after Black student protests advocating for the 
relevance of the BCC at MU, a new facility was built and later dedicated as the 
Gaines/Oldham Black Culture Center, in honor of Lloyd L. Gaines and Marion O’Fallon 
Oldham (Gaines/Oldham Black Culture Center, 2011).  Gaines was the first Black 
student to gain admission to MU; however he never attended. Oldham was a civil rights 
activist who was denied admission to MU based on her race. Oldham went on to 
accomplish great things in her life, and later became the first Black female curator of MU 
in 1977.  
When approaching the GOBCC, visitors pass nine independent markers 
representing the nine historically black Greek letter organizations of the National Pan-
Hellenic Council.  Inside the facility you are greeted at the front desk by an office support 
staff member, who often identifies as Black. The center is decorated with artifacts 
representing African culture and historical representations of significant Black figures in 
history. The current physical environment of the GOBCC is designed to create an 
Afrocentric atmosphere (N. Stephens, personal communication, April 5, 2011). The 
facility hosts a campus computer lab and serves as the meeting location for some 
multicultural and ethnic organizations.  As you move through the facility you notice 
artwork by Black students or local artists. Prior to the spring of 2013, the GOBCC was 
directed by Nathan Stephens, an African American male, for several years. Starting in the 
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spring of 2013 Jonathan McElderry, an African American male, began serving as interim-
director for the GOBCC.  
A quick review of Table 1 reflects MU as a predominantly White institution. 
Moreover, the table displays a significant disparity between the percentages of Black 
students enrolled compared to Black faculty employed. In comparison to the State of 
Missouri and the United States, Black/African American residents account for 11.6% and 
12.6% of the population respectively (United States Census, 2012). Such disparities in 
racial distribution on campuses, and in relation to state and U.S. demographics, can have 
an impact on Black students at PWIs as they are more likely to feel alienated due to their 
underrepresentation (Johnstone, 1990). Further feelings of alienations and not having a 
sense of belonging could impact a student’s transition to college and thus hinder 
academic achievement (Tinto, 1975). 
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Table 1  
Statistics and Demographics: Ethnic/Racial Distribution Comparisons at MU – Fall 2011 
Race/Ethnicity Students 
N (%) 
Faculty (full-time) 
N (%) 
Staff  (full-time)  
N (%) 
American Indian/Alaska 
Native 
134       (<%) 9            (00.31%) 32      (00.56%) 
Asian  796       (2%) 441        (15.3%) 166    (02.9%) 
Black/African American, 
non-Hispanic 
2,277    (7%) 80          (02.77%) 409    (07.15%) 
Hispanic/Latino 884       (3%) 82          (02.84%) 103    (01.8%) 
Multiple Race/Ethnicity  446       (1%) 5 0         (00.17%) 26      (00.45%) 
Native Hawaiian/Other 
Pacific Islander 
12         (<%) 3 0         (00.10%) 3 0     (00.05%) 
Non-
Resident/International 
1,943    (6%)   
Not Specified 749       (2%) 24           (00.83%) 40       (00.70%) 
White, non-Hispanic 26,564  (79%) 2239       (77.66%) 4938   (86.31%) 
TOTAL 33,805 (100%) 2955       (100%) 5744   (100%) 
  Note. Tabled data retrieved from the Chancellor’s Diversity Initiative Statistics &     
  Demographics, 2011. Data for non-resident/international for faculty and staff were not 
available.  
 
Problem Statement 
Although limited research has been conducted on the use of BCCs, universities 
still look to the centers to aid in Black students’ transition to college (Patton, 2006a, 
2006b). A quick look at any college or university’s website will reveal that they want 
their students to feel at home, to have a sense of belonging, as if the campus community 
is in some way a family. The BCCs were meant to provide Black students “a home away 
from home” feeling (Hale, 1988, p. 10). Creating that “home away from home” feeling is 
important, due to the underrepresentation of Black students at PWIs (Johnstone, 1990). 
They also perceive a lower sense of belonging to campus when compared to their White 
peers (Johnson et al., 2007).  
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BCCs can provide a supportive and welcoming space to help foster same-race 
peer relationships, which may enhance academic competence and self-worth of Black 
male and female students (Ancis, Sedlacek & Mohr, 2000; Patton, 2006; Rhodes, Reddy, 
Grossman, & Lee, 2002). Moreover, Black students often feel more comfortable 
approaching someone of similar racial appearance (Pope, 2002), and among four (Asian, 
Black, Hispanic, and White) racial categories of college students, Blacks are shown to 
have the strongest ties to their own racial group (Fischer, 2007; Kalbfleisch & Davies, 
1991). In an effort to address the needs and desires of Black students, the philosophical 
underpinnings of BCCs are to put Black students first, and make them a priority within 
the environment that they are underrepresented (Hord, 2005). According to Hord, author 
of the foundational work, Black Culture Centers: Politics of Survival and Identity, and 
founder and executive director of the Association for Black Culture Centers, BCCs have 
four responsibilities:  
1. An intense interest in African cultural and psychological location, as shown in 
symbols, motifs, rituals, and signs.  
2. A commitment to discovering the subject-place of Africans in any social, 
political, literacy or religious phenomenon with implications for questions of 
sex, gender, and class.  
3. A defense of African culture and agency and a commitment to lexical 
refinement that eliminates pejoratives about Africans or other people.  
4. An imperative from historical sources to revise the collective text of African 
people. (p. 37) 
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BCCs should be grounded in “classical African American Culture and African American 
core values,” as an Afrocentric mission is central to the success of centers (Hord, 2005, p. 
54). Valuing the work of Hord (2005), former Director of the GOBCC Nathan Stephens, 
worked to establish an environment congruent with the four responsibilities of a BCC (N. 
Stephens, personal communication, April 5, 2011).  According to its website, the 
GOBCC provides Black students a supportive environment to discuss current events, 
socialize, and to better understand Black culture and history (Gaines/Oldham Black 
Culture Center, 2011). After the cotton ball incident and its implications, described at the 
beginning of this chapter, the GOBCC hosted discussions among students and 
administrators. It also hosted similar discussions after the 2011 vandalism of a university 
statue with a racial epithet. Under the direction of the former director and current interim 
director, GOBCC serves as a space of comfort, discovery, commitment and knowledge 
(J. McElderry, personal communication, March 12, 2013).   
Despite the intended purposes of BCCs in general and the GOBCC in particular, it 
is unclear who the GOBCC actually serves. Although anecdotal information lends 
support that BCCs intend to serve all Black students at PWIs, no research has been 
conducted on the characteristics of the students who do use them. For example, we do not 
know whether some Black students are more likely than other Black student to use a 
BCC, and whether their racial identity matters in terms of who are using the centers. The 
Afrocentric atmosphere and cultural programming efforts of BCCs could have 
implications on how successful BCCs are at meeting the needs of Black students who 
have different racial identity attitudes. Thus, if a mission-driven center is not being used 
by certain students, perhaps these centers are not fully realizing their mission. Such 
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findings could have important implications for institutional resource allocation and more 
significantly Black student satisfaction, support, and retention. Additionally, limited 
research has been conducted on BCCs in general, and at this time, I could not locate any 
quantitative studies on BCCs.  
Purpose and Research Questions 
The purpose of this study is twofold: first to examine the relationship between 
racial identity attitudes and the use of one specific BCC, the GOBCC at the University of 
Missouri; and secondly, to add to the limited extant research on BCCs. To do so, I 
address the following research question:  
1. Is there a relationship between Black students’ racial identity attitudes and their 
usage of the GOBCC?  
Theoretical Framework 
Cross’s Expanded Nigrescence Model 
Research on the racial identity development of Blacks has increased over the 
years (Cross, 1971, 1991; Helms, 1990; Helms & Parham, 1996; Vandiver, Fhagen-
Smith, Cokley, Cross, & Worrell, 2001; Worrell, 2008).  In part, this increase is in 
response to a need for better understanding on “the influence of social phenomenon on 
the development of racial attitudes” (Middleton, 2009, p. 21) and a more thorough 
analysis of within-group variability among Black people, instead of relying on between 
group comparisons (e.g., Black vs. White).  Because this study is examining the GOBCC, 
a facility designed to serve Black students, use of a Black identity development 
framework is most appropriate.  Such a framework will allow for between-group 
comparisons.  
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For the purposes of this study, Cross’s (2001) expanded nigrescence model will 
be used as the theoretical framework.  Cross (1971) developed one of the first Black 
identity development models, and became widely known for his work with nigrescence. 
His model was revised to create the Black identity development model in 1991 (Cross, 
1971, 1991). In the revision, Cross defined the stages of development as attitudes, or 
“frames of reference or identity clusters through which the world is viewed” (Cross, 
1991; Worrell, Cross, & Vandiver, 2004, p. 208). The attitudes, previously referred to as 
stages by Cross, reflected “cognitive and affective approaches to self and society rather 
than an invariant developmental trajectory” (Worrell et al., 2004, p. 1).  
Cross’s original nigrescence model (1971) introduced five stages of identity 
development: pre-encounter, encounter, immersion-emersion, internalization and 
internalization-commitment. In the revised nigrescence model, Cross (1991) merged the 
internalization and internalization-commitment stages together into internalization. The 
most recent revision of the nigrescence model occurred in 2001, and is referred to as the 
expanded nigrescence model. The expanded nigrescence model groups racial identity 
attitudes into three categories: pre-encounter, immersion-emersion, and internalization 
(Cross & Vandiver, 2001; Worrell et al., 2001). Each of the previously mentioned 
categories has sub identity attitudes. Pre-encounter attitudes are associated with low-
salience and anti-Black attitudes and include: assimilation, miseducation, and self-hatred. 
Immersion-emersion attitudes are associated with negative experiences with Whites and 
interest in all things Black, and include: anti-White and intense Black involvement. 
Internalization attitudes are associated with openness to cultures and worldviews and 
include: Afrocentric, bicultural, and multicultural identities. The expanded nigrescence 
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model identifies multiple identities within each stage, it acknowledges individual racial 
identity is not singular.   
Cross’s (1991) revised framework operationalized self-concept through either 
personal identity (PI) or reference group orientation (RGO; Cross, 1991; Cross, Parham 
& Helms, 1991; Vandiver et al., 2001). In this framework, personal identity consists of 
self-esteem, self-worth, self-confidence, self-evaluation, interpersonal competence, ego-
ideal, personality traits, introversion-extroversion, and level of anxiety. “PI variables are 
thought to be the building blocks of personality, culture, class, race, ethnicity, and gender 
mediating how identity is present across cultures” (Cross, 1991, p. 43-44). RGO in 
contrast, consist of racial attitude identity, group identity, race awareness, racial ideology, 
race evaluation, race esteem, race image, and racial self-identification.  RGO research 
takes a different approach to personal identity by seeking to “discover differences in 
values, perspectives, group identities, lifestyles, and world views” (p. 45). For the 
purposes of this study, RGO will be examined to identify individuals’ racial identity 
attitudes. PI refers to personality traits and psychological functioning and is not directly 
related to racial identity attitudes; therefore PI variables will not be analyzed for this 
study (Cross, 1991).    
 The expanded nigrescence model identifies multiple identities within each attitude 
(Worrell et al., 2004). For example, research on an individual Black student through the 
expanded nigrescence model will examine three different racial attitudes held by that 
student and the varying degree the student identifies with each attitude. Therefore, a 
student may and will likely identify with multiple racial identity attitudes. The use of this 
framework will allow me to thoroughly examine a study participant given the fluid nature 
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Black racial identity, as an individual does not identify solely with a singular attitude. 
Moreover, this framework has successfully been utilized with cluster analysis, which will 
allow me greater ease in examining the complexities of racial identity attitudes and the 
identified variables for this study. Although subsequent changes were made to Cross’s 
(1971) original nigrescence theory leading up to his expanded nigrescence model, his 
initial framework continues to provide a strong foundation that has been used by 
numerous researchers over the years (Helms, 1990, Helms & Parham, 1996; Worrell, 
2008). 
Astin’s Input-Environment-Output Model 
 The assessment and evaluation of educational activities is important for both the 
student and facilitator (Astin, 1993; Cross, 1999). Additionally, if universities’ define 
excellence on how well they educate students, they must assess growth over time (Astin, 
1991). The simple collection of outcome data is inefficient, as it does not account for 
student characteristics prior to the program, or even the program. To aid institutions and 
researching in completing a well-rounded assessment, Alexander Astin (1991) developed 
the input-environment-outcome (or I-E-O) model. The I-E-O model contends an 
assessment or evaluation of an educational activity is not complete unless it includes 
information on student inputs (I), the environment of the activity (E), and the student 
outcomes or output (O) (Astin, 1991; Astin & Antonio, 2012). The model was designed 
to address “the basic methodological problem with all non-experimental studies in the 
social sciences, namely the nonrandom assignment of people (inputs) to the programs 
(environments)” (Astin & Sax, 1998). Application of the I-E-O model requires 
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researchers to attempt to control for student inputs so a more accurate assessment can be 
produced (Thurmond & Popkess-Vawter, 2001).  
 In regard to this study an, input is referring to the characteristics or qualities with 
which a student arrives to campus. The inputs any one student possesses are endless, and 
can range from their sexual orientation to spirituality to being an only child.  For the 
purpose of this study, a student’s racial identity attitudes are the input.  Additionally a 
student’s inputs are constantly changing through ongoing experiences. This study will 
also examine environment, or the “actual experiences” a student is encountering (Astin, 
1991, p. 18). Environment does not have to be a physical structure; however for this 
study the environment will be the GOBCC.  Finally, output is an outcome that results 
from the interaction between input and environment. This could include learning, or for 
the purposes of this study, usage of the GOBCC.  An example to help frame this theory in 
the context of this study would be to imagine student ‘A’ arriving to campus with 
attitudes associated with pro-Black feelings and a desire to learn about Black history. At 
the same time, student ‘B’ arrives to campus with anti-Black attitudes and a desire to 
assimilate to White culture. Both student ‘A’ and ‘B’ are then taken on a tour through the 
GOBCC and asked to reflect on their experience and likelihood of using the GOBCC as a 
resource. In consideration of the aforementioned inputs of student ‘A’ and ‘B,’ and the 
GOBCC environment, this study’s hypothesis of the output would that student ‘A’ would 
feel a greater desire use the GOBCC as a resource.     
Hypotheses 
 This study will examine the racial identity attitudes of Black students, as clustered 
by Worrell et al. (2004), to determine how these attitudes influence their usage of the 
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GOBCC. If usage of the GOBCC is influenced by racial identity attitudes, the following 
hypotheses are expected:  
H01 –Black students in the pre-encounter clusters of assimilation and low race 
salience will use the GOBCC less than the immersion and internalization and 
nonreplicating clusters due to their indifference towards race in comparison to the 
other clusters (Whittaker & Neville, 2009; Worrell et al., 2004).  I hypothesize the 
GOBCC will used less frequently by students with these pre-encounter attitudes, and 
therefore they will not seek out the GOBCC for support.  
H02 – Black students in the pre-encounter miseducated cluster will use the GOBCC 
least of all, due to their negatively held stereotypes of Blacks (Whittaker & Neville, 
2009; Worrell et al., 2004).  I hypothesize these negative feelings will significantly 
deter usage of the GOBCC.  
H03 – Blacks in the immersion and internalization clusters possess “high anti-White 
scores” and a strong Black identity, respectively (Whittaker & Neville, 2009; Worrell 
et al., 2004, p.537). These attitudes will resonate with the mission and Afrocentric 
approach of the GOBCC, and therefore students possessing these attitudes will utilize 
GOBCC services to higher degree than students in other clusters.  
H04 – Black students in the nonreplicating clusters of Afrocentric and Identity in 
Transition will exhibit moderate usage of the GOBCC in comparison to the pre-
encounter, immersion, and internalization clusters.  These attitudes are described as 
“low in self-hatred and reject the negative stereotypes about Blacks” (Whittaker & 
Neville, 2009; Worrell et al., 2004, p. 538). In addition, these attitudes have above 
average multiculturalist scores and low, to no, anti-White scores (Whittaker & 
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Neville, 2009; Worrell et al., 2004). I hypothesize these individuals will neither seek 
out the GOBCC for its Afrocentric approach nor will they be deterred by it.   
Overview of Method 
I used a survey instrument and quantitative methods to investigate the relationship 
between racial identity attitudes and usage of the GOBCC by Black students at MU. This 
quantitative study utilized an online survey to collect data from undergraduate and 
graduate college students at MU who identified as Black or African-American on their 
university admissions application.  The survey was sent to over 2,000 eligible 
participants. The instrument used is: Cross’s Racial Identity Scale (CRIS). It captured and 
measured the racial identity attitudes of Black student participants. I added additional 
questions to the survey to examine dependent variables, which were: frequency of usage, 
length of usage, and type of usage (e.g., using the computer lab versus the conference 
room) of the GOBCC.  The independent variable was: racial identity attitude cluster. The 
investigation required the clustering of multiple racial identity attitudes for analysis.  
 To examine the data, cluster analysis was used. Cluster analysis is a multivariate 
technique used to group similar respondents based on identified characteristics (Hair & 
Black, 2000). Most research on the nigrescence models has analyzed data using multiple 
regression techniques; however to better understand multiple racial identities that each 
individual possesses simultaneously, cluster analysis is becoming more prevalent 
(Whittaker & Neville, 2009; Worrell et al., 2006).    Because all participants in this study 
have multiple racial identity attitudes and each of varying degrees, this technique allowed 
me to examine a participant’s collective racial identity more thoroughly than only looking 
at a singular racial identity attitude in relation to the dependent variables. Worrell et al. 
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identified seven generalizable clusters using the CRIS. The identified clusters were: 
Assimilation, Miseducated, Low Race Salience, Immersion, Multiculturalist, Afrocentric, 
and Identity in Transition. 
To identify if a relationship exists between the racial attitude identity clusters and 
the listed GOBCC research questions, analyses of covariance (ANCOVA) was 
conducted. Cluster groups were used as the independent variable; outcomes to the 
additional questions were used as the dependent variables.  
Significance of Study 
Patton (2010) noted research on BCCs is limited, with much of it focusing on the 
historical beginnings of the centers. At this time, I have not identified any quantitative 
studies about BCCs. This study is important because it will add to the limited research on 
BCCs, and specifically it will provide the only quantitative analysis on BCCs in relation 
to racial identity attitudes, which will help to address a gap in the literature.  
Additionally, this study is important to the field of student affairs, practitioners 
working in BCCs, and the Association for Black Culture Centers, as it will provide 
insight into how the Afrocentric approach of BCCs, as encouraged by Hord (2005), may 
impact Black student usage. If BCCs are intentionally designed to be Afrocentric, then 
they may unintentionally deter some Black students who possess particular racial identity 
attitudes.  It is imperative to understand if certain Black students, due to their racial 
identity attitudes, prefer not to use BCCs. If that is case, BCCs may rethink their 
strategies to better assess their outreach and support for a diverse Black student body.  
Finally, this study will provide potentially useful data for the GOBCC, to help its 
leadership better understand the students it serves, and those it may not. Students often 
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experience challenges when coming to college and adapting to a new culture.  For Black 
students, those obstacles could potentially pose a greater challenge due to unfamiliarity 
with the environment and lack of support (Allen, 1998; Chavous, 2002; Fleming, 1984). 
The GOBCC was created as safe haven for Black students and is still needed to serve that 
purpose today (Gaines/Oldham Black Culture Center, 2011).  The GOBCC and the 
former Black culture house has served as a resource for MU’s Black student body, and 
continues to work to bridge the gap between past transgressions and the present values of 
inclusion at MU. However usage of the GOBCC has not been systematically studied. To 
this end, analysis of Black student usage of the GOBCC is essential to realizing whether 
the GOBCC is meeting its full potential to support Black student body. The 
aforementioned information supports the need for greater understanding about the 
relationship between Black racial identity attitudes and the usage of the GOBCC. 
Additionally, because this study may be the first of its kind, it may serve as a basis to 
design other studies.  
Definition of Terms 
 The following definitions serve to clarify terms that will be used throughout this 
study. Definitions are informed by the review of literature.  
African American or Black: Individuals of African descent, who have received a 
significant portion of their socialization in the United States of America. Identifying as 
African American is dependent on individual viewpoints, as some individuals may hold 
more of a Pan-African or Black reference group orientation (Sellers, Smith, Shelton, 
Rowley, & Chavous, 1998).  
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Black Culture Center: A house or center on a college or university campus that is 
specifically designed to provide a safe and welcoming environment for individuals who 
identify as Black, or similar reference group orientations such as African American 
(Patton, 2006b).   
Multicultural Organizations:  Student organizations that are not predominantly White 
(Sutton & Kimbrough, 2001), and provide support to students who otherwise might feel 
alienated on campus (Person & Christenson, 1996).  
Nigrescence: Term used by French African poet, Leopold Senghor. He encouraged 
Africans to journey towards nigrescence, “to expunge and replace negative attitudes 
about being Black and African with positive and proactive ones” (as cited in Worrell et 
al., 2006, p. 519).  The French term was adopted and has been used by many researchers, 
including Cross (1971), when studying Black identity.  
Usage: The frequency and extent (depth and time) a service is utilized. 
Chapter Summary  
 Overall, this chapter provided an overview to the study that examined the 
relationship between the racial identity attitudes of Black students at MU and their usage 
of the GOBCC. Although literature suggests Black students who possess immersion-
emersion attitudes may prefer an Afrocentric BCC, and those who possess pre-encounter 
attitudes may be deterred by it (Cross, 1971, 1991; Vandiver, Fhagen-Smith, Cokley, 
Cross, & Worrell, 2001; Worrell, 2008), no study has quantitatively examined the 
relationship between the use of BCCs and Black racial identity. The purpose of the study 
is: (a) to examine the relationship between racial identity attitudes and the usage of the 
GOBCC by Black students, and (b) to add to the extant research on BCCs that also 
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addresses a gap in the literature.  In this chapter, I introduced the theoretical framework, 
research questions, and hypotheses.     
The following chapter, Chapter 2, presents a review of the literature intended to 
expand the reader’s knowledge of BCCs; and information related to campus climate, 
racial affinity groups, multicultural centers, cross racial interactions, and racial identity. 
Chapter 3 outlines the methodology and research design of the study. I described the 
survey instrument, identified sample population, and analysis techniques. Examination of 
the data and a discussion of the findings are presented in Chapter 4. In Chapter 5, I 
discuss the meaning of the finds, and present conclusions and recommendations.  
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CHAPTER TWO: REVIEW OF LITERATURE 
The research cited in this chapter is a compilation of empirical and historical 
findings that highlight the importance and role of BCCs. However research on BCCs is 
limited, with much of it focusing on the historical beginnings of the centers (Patton, 
2010). Due to the limited research, this study also explores campus climate at PWIs and 
involvement in Black student organizations in general to provide the reader greater 
context.  Although not an ideal comparison group, Black student organizations, like 
multicultural organizations and Black Greek organizations, often have similar missions 
and serve similar student populations as BCCs. Additionally, this chapter will review of 
the expanded nigrescence model.  
History of Black Culture Centers 
 BCCs have existed since the late 1960s, coinciding with a period when Black 
enrollment significantly increased PWIs (Hord, 2005). Before 1965, Blacks were largely 
prohibited from attending PWIs; however, that changed with progress made by the Civil 
Rights Movement of the 1960s, when sparked a drastic transformation to higher 
education (Patton, 2006a). During the Civil Rights Movement the Black student 
movement laid the foundation for the creation of BCCs. Thus the historical beginnings of 
BCCs were linked with student unrest (Patton, 2006a).  
In 1960, the Student Nonviolent Coordinating Committee (SNCC) was 
established for the purposes of coordinating resistance efforts (i.e., sit-in movements) to 
support larger movements for the integration of bus stations and lunch counters (Stoper, 
1977). SNCC achieved success, in part to the recruitment of northern White students 
(Hord, 2005). The involvement of White students in SNCC’s campaign drew national 
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attention to the issues at hand. However, SNCC’s success in recruiting Whites to the 
organization created difficulties within the organization. Previous membership of SNCC 
was approximately 100, until 800 Whites joined the campaign (Stoper, 1977). An ability 
to manage the massive growth of the organization and a distrust of White students 
became apparent in 1966 (Stoper, 1977). The Black members of SNCC felt Whites could 
never fully understand the “unifying experience of the terror” brought on by 
discrimination and injustice (Stoper, 1977, p. 23). In 1966, SNCC voted to become an all-
Black organization. Under the leadership of Stokely Carmichael, a Howard University 
student, SNCC moved from a nonviolent philosophy to one focused on power. 
Carmichael popularized the phrase “Black Power.” At this time, Black students began to 
commit themselves to “transforming campuses into sites of social and political change,” 
and became resistant to the discrimination felt at PWIs (Patton, 2010, p. 628). Black 
students were very active and began to form coalitions and discuss plans of resistance; 
the culture and environment of PWIs was being challenged (Patton, 2010). The Black 
student movement was soon aided by President Lyndon Johnson’s Great Society 
domestic agenda that increased access for Black students to higher education (Davies, 
2002).  
 As part of the Great Society domestic agenda, the Higher Education Act of 1965 
and 1968 Higher Education Amendments provided greater opportunity for Black youth to 
pursue higher education. Black student enrollment at PWIs grew drastically over the next 
decade. In the late 1970s, Black students represented 8.4% of the total college going 
population in America (Patton, 2006a). This dramatic change in enrollment and student 
culture on campuses left many PWIs ill prepared to handle the change. PWIs lacked 
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resources to adequately support the increased Black student population, many of whom 
lacked the needed skills to succeed in college (Princes, 2005). Additionally, Black 
students did not receive a warm welcome at PWIs (Hord, 2005). Although on the national 
scene, the number of Blacks at PWIs increased, the reality on individual campuses was 
that there were only a handful of Black students. The campus hostility and their small 
numbers meant Black students had to depend on one another for support that was not 
being received from faculty, staff, and fellow students (Hord, 2005; Princess, 1994). As 
noted by Willie and McCord (1972), “Blacks, like other students, need[ed] individuals, 
groups, and institutions to turn to for solace and support” (p. 46).  
Influenced by the Black student movement and understanding their need for 
additional support, Black students began demanding the establishment of BCCs or Black 
houses. Black students were adamant about having their demands met and were prepared 
to take matters into their own hands (Hord, 2005). Some researchers believe BCCs were 
developed to be quick fixes to ease the pressure from Black student demands for a more 
accepting and supportive campus environment (Young, 1990). Others argue, PWIs were 
looking to increase Black student recruitment, retention, and graduation rates and began 
developing BCCs in the late 1960s as one possible solution (Hord, 2005; Patton, 2006a, 
2006b; Princes, 2005). However, still others who believe BCCs were created in reaction 
to the assassination of Dr. Martin Luther King, Jr. (Young, 1990). Nonetheless, BCCs are 
often historically viewed as resources for Black students to help them succeed at PWIs 
(Hefner, 2002). Regardless of the actual reason, BCCs served as place where Black 
students could embrace their culture and find support within a sometimes hostile PWI 
environment (Patton, 2006a, 2006b).  
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For example, Princess (1994) argues that BCCs were designed to help Black 
students at PWIs “cope with the alienation, loneliness, and isolation” they often felt (p. 
18). In addition, the BCCs’ role is to assist with the “development and enhancement of 
the student’s racial, ethnic, and cultural pride, preservation and identification” (p. 17-18). 
Hord (2005) further outlines the role of BCCs by detailing four responsibilities that every 
center has:  
1. “An intense interest in African cultural and psychological location, as 
shown in symbols, motifs, rituals, and signs.  
2. A commitment to discovering the subject-place of Africans in any social, 
political, literacy or religious phenomenon with implications for questions 
of sex, gender, and class.  
3. A defense of African cultural and agency and a commitment to lexical 
refinement that eliminates pejoratives about Africans or other people.  
4. An imperative from historical sources to revise the collective text of 
African people” (p.37). 
Some Black students view the centers as a “home away from home,” “haven in hostile 
territory,” (Hord, 2005, p. 151), an “island in a sea of whiteness” (Princess, 1994, p. 17), 
or just a social setting. Regardless how Black students view a BCC, the center is typically 
intentionally designed and operationalized with their development and support in mind 
(Patton, 2006b; Princess, 1994).    
Campus Racial Climate 
Because of the historical beginnings and responsibilities of BCCs it is important 
to understand the larger factors that contribute to the campus racial climate. The campus 
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racial climate provides a context in which BCCs operate. Building on work by Hurtado, 
Milem, Clayton-Pedersen, and Allen (1998), campus climate is understood by examining 
four external factors: (a) structural diversity, (b) institutional legacy of inclusion or 
exclusion, (c) psychological climate, and (d) behavioral climate.  These factors all 
contribute to how an individual expenses a campus and the extent to which a campus 
supports students’ growth and development.  
Structural Diversity  
Structural diversity refers to the numerical and proportional presence of 
underrepresented groups at a particular institution (Hurtado, Milem, Clayton-Pedersen, & 
Allen, 1998). This factor is commonly used by administrators when initiating diversity 
discussions and policies; however the factor is a singular dimension of the campus 
climate (Milem, Chang, & Antonio, 2005). Understanding how increases or decreases in 
racial/ethnic enrollment can affect the education of students is important.  
Further racial composition of a college is directly associated with the social 
involvement of its students.  Blacks students attending PWIs report substantially lower 
levels of involvement, compared to their Black peers attending historically Black colleges 
(Allen, 1992).  Additionally, as an underrepresented population at PWIs, Black students 
often experience alienation and pressures to conform to majority stereotypes. Although 
the opportunity exists, cross racial interactions do not occur as often as one might think 
(Ancis, Sedlacek, &Mohr 2000).  
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Historical Legacy  
An institution’s history of inclusion and/or exclusion will continue to affect the 
racial climate and diversity on that campus (Hurtado et al., 1998, 1999; Hurtado et al., 
2008; Milem et al., 2005). The best example of this factor is an institution’s resistance to 
desegregation and the maintenance of policies that continue to privilege the 
homogeneous population (Milem et al., 2005). Although some PWIs have a history of 
always admitting students of color, many do not. Furthermore, researchers have found 
that success in creating a supportive campus environment often depends on the campus’s 
initial response to integration (Hurtado et al., 1998).  
The University of Missouri, like many PWIs, does not look favorably upon its 
past transgressions during desegregation.  Utilizing the Supreme Court’s decision in 
Plessy v. Ferguson (1896), the National Association for the Advancement of Colored 
People (NAACP) demanded every state provide “separate but equal” facilities, curricula, 
and faculty (Grothaus, 1984). In 1936 under the premise of separate but equal and with 
the support of the NAACP, Lloyd L. Gaines sued the MU law school, because his 
application had been denied. At that time, Missouri law required segregation in higher 
education; however MU did not have any policies addressing segregation (Grothaus, 
1984). Nonetheless, MU was not willing to segregate and was prepared to fight 
integration. Referencing the lawsuit and state law, University President Middlebush is 
quoted in a Missouri newspaper has stating the University “has left no stone unturned to 
prevent the declared policy of our State from being affected adversely” (Grothaus, 1984, 
p.24). Just as it said it would, MU worked to prevent segregation by providing funding to 
Lincoln University (a nearby HBCU) and working with state legislators. However in 
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1948 due to a Supreme Court ruling, MU opened its doors to Blacks (Grothaus, 1984). 
Having only partially desegregated at this time, the University examined the climate on 
campus for their Black students and discovered discrimination in housing, dining, and at 
dances (Grothaus, 1984). In 1951, one of only nine students admitted to MU requested to 
move from a small temporary room to a double occupancy room with a White student, 
and the request was denied due to fear of integrated housing (Grothaus, 1984). MU 
maintained its policies on segregation until the Supreme Court struck down separate-but-
equal, with their decision in Brown v. Board of Education of Topeka (1954).  
Currently, MU has four values (excellence, respect, discovery, and responsibility) 
and states an institutional commitment to diversity (Mizzou Diversity-Letter from the 
Chancellor, 2013). The Chancellor’s Office demonstrates its commitment to diversity 
through the Chancellor’s Diversity Initiative Office, which “enhances institutional 
diversity through collaborative partnerships and strategic efforts that promote inclusive 
excellence and a welcoming campus” (Chancellor’s Diversity Initiative, 2012). However, 
despite current efforts, the institution’s legacy of exclusion will continue to influence the 
racial climate on campus (Hurtado et al., 1998).  
Psychological Climate 
The psychological climate of a campus includes the following: individual views 
of group relations, institutional response to diversity, perceptions of discrimination, and 
attitudes toward other racial/ethnic backgrounds than one’s own (Hurtado et al., 1998). 
Research shows that campus climate at a PWI can be hostile and impede Black students’ 
successful transition to college (Ancis, Sedlacek, & Mohr 2000; Patton, 2006; Rhodes, 
Reddy, Grossman, & Lee 2002). As discussed earlier, Black students face many barriers 
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at PWIs, particularly due to cultural conflict with the PWI environment (Davis, 1995; 
Pascarella & Terenzini, 1991). How Black students experience and function within the 
PWI is important to social and academic transition (Allen, 1998; Davis, 1995; Fleming, 
1984). Students often experience challenges when coming to college and adapting to a 
new culture.  However, for Black students, those obstacles could potentially pose a 
greater challenge due to unfamiliarity with the environment and lack of support (Allen, 
1998; Chavous, 2002; Fleming, 1984).  
One of the original intents of BCCs was to act as a recruitment tool for PWIs to 
attract more Black students to campus. The BCCs were to provide Black students “a 
home away from home” feeling (Hale, 1988, p.10). Institutions also outreach to students 
through orientation sessions, first-year experience programs, and family weekends. 
However, the attempt at fostering a home-away-from-home feeling may fall short for 
some Black students, as Black students perceive a lower sense of belonging to campus 
when compared to White students (Johnson, et al., 2007).  
Ancis et al. (2000) conducted a thorough study of the perceptions of campus 
climate by race. Focusing on the ethical responsibility of counselors to understand the 
culturally diverse backgrounds of their clients, the researchers compared student 
perceptions and experiences of campus climate by their race. The research team noted 
Black students perceived and experienced more racial conflict and racial-ethnic 
separation than their peers on campus (Ancis et al., 2000).  This could contribute to a 
perception of a discriminatory climate on campus, hindering their sense of belonging 
(Cabrera, Nora, Terenzini, Pascarella, & Hagedorn, 1999). These findings have direct 
implications for how Black students integrate into campus. As Black students are 
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confronted with issues that are harmful to their success, such as greater alienation and the 
pressure to conform to racial and ethnic stereotypes, they begin minimizing “overt racial-
ethnic group characteristics (e.g., language and dress) to be accepted” (Ancis et al, 2000, 
p.182; Tinto, 1975).  This can lead to maladjustment to the institution and decreased 
retention (Murguia, Padilla, & Pavel, 1991; Cabrera, et al., 1999).  
Black students experience a variety of difficulties and stressors due to their race. 
Black students at PWIs reported higher levels of environmental, interpersonal, and 
intragroup stressors than their peers at Historically Black Colleges and Universities 
(HBCUs; Greer & Chwalisz, 2007). When investigating differing perceptions of campus 
climate among White and Black students, Rankin and Reason (2005) found that Black 
students experienced more harassment due to their race, and also observed more 
harassment, in comparison to their White peers. Further review of the Rankin and Reason 
(2005) study reveals students of color perceive their campus climate as “racist, hostile 
and disrespectful as compared to White students” (p. 52). As these and other findings 
demonstrate, that Black students perceive the racial environment on their college campus 
more negatively than others (Fischer, 2007; Rankin & Reason, 2005). 
Behavioral Climate  
Three dimensions comprise the behavioral climate of an institution: (a) reports of 
general social interaction, (b) interaction among individuals of differing racial/ethnic 
backgrounds, and (c) the nature of intergroup relations (Hurtado et al., 1998).  
Black students often face cultural challenges at PWIs, due not only to the lack of 
diversity on campus, but also because of the lack of diversity experienced by White 
students prior to coming to college (Chang, Astin & Kim, 2004; Johnson-Durgans, 1994).  
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A greater percentage of Black students experienced a high school education with White 
students, as compared to White students who experienced a high school education with 
Black students (Johnson-Durgans, 1994). The lack of diversity experience White students 
have prior to college becomes an important consideration for Black students at PWIs, as 
it may impact how White students interact with them.   
Furthermore, Black students are less likely to engage in cross racial dining, 
dating, and studying (Chang et al., 2004).  One contributing factor could be the lack of 
recognition by White students of the hostile campus climate for Black students (Allen, 
1988; Davis, 1995; Merchant, 1992). White students report less racial tension and often 
seem oblivious to discrimination regardless of reported accounts (Ancis et al., 2000; 
Rankin & Reason, 2005). This is similar to observed reactions to the MU cotton ball 
incident, where many White students were unaware of the overt racism involved in the 
incident while many Black students immediately utilized the GOBCC for support.  
 The value of peer relationships cannot be emphasized enough (Rhodes, et al. 
2002).  A supportive relationship with same-race peers enhances the academic 
competence and self-worth of Black men and women (Ancis et al., 2000; Rhodes et al. 
2002). Also, Black students who feel a connection to other Blacks, “culturally and 
politically, were more likely to believe that education is a route to upward mobility” 
(Cole & Arriola, 2007, p. 396). Put simply, Black students feel more comfortable 
approaching someone of similar racial appearance (Pope, 2002), and the benefits 
associated with that connection are well documented. It is then no surprise that Blacks are 
shown to have high level ties to their own racial group (Fischer, 2007).   
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 Fostering supportive peer relationships is important for the Black student 
population (Strayhorn, 2008). Strayhorn examined Black male participants from a 
national representative sample. Findings from the study indicate same race peer 
relationships provide the support to affiliate with the campus in a positive manner and 
thus increase student satisfaction (Strayhorn, 2008). Any opportunity for a Black student 
to form a meaningful relationship can be very important as a socializing agent.  Peer 
formed relationships provide “social capital to assist African American students” during 
their integration into the campus community (Strayhorn, 2008, p.37).  Student integration 
into the university atmosphere is very important, even though students may not feel quite 
at home, sufficient friendships can lead to social integration (Tinto, 1975).     
Black Student Organization 
Peer relationships are important to individuals’ collegiate success, and are often 
fostered in student organization (Guiffrida, 2003). Thus the role Black student 
organizations is important to understand. Due to the limited research on BCCs, this 
section will explore Black student involvement in Black student organizations or 
multicultural organizations to provide comparison for the later analysis of the GOBCC.  
Further, student organizations can play an important role in integrating students 
into campus life.  Tinto (1993) believed involvement on campus helped students perceive 
their norms, values, and ideas as congruent with those of the institution, and thus 
increased the students likelihood to persist. Schuh and Laverty (1983) maintained such 
organizations prepare students for civil, political, and social life after graduation. 
However, Tinto’s (1993) research noted Black students often experience increased 
difficulty becoming integrated within a PWI, due incongruent norms and values with the 
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White majority on campus. Feelings of alienation and lack of support, and a desire to 
connect with individuals of similar experience, leads many Blacks to join a multicultural 
organization (Sutton & Kimbrough, 2001).  
Although the purpose and mission of Black student organizations differ, Guiffrida 
(2003) found many served similar purposes. Guiffrida’s research revealed all Black 
student organizations in the study help facilitate cultural connections and social 
integration to campus. The organizations helped Black students establish out-of-class 
connections with faculty, allowed them to assist Black peers, and provided a group of 
peers perceived to be similar to themselves (Guiffrida, 2003). Furthermore, the study was 
consistent with Murguia, Padilla, and Pavel’s (1991) findings, in that involvement in 
Black student organizations helped Black students connect to their PWI.  
Black student organizations can also help Black students bridge the gap between 
their home environment and PWI environment. Guiffrida (2003) documents how Black 
students home environment can impact their transition to campus. Students who 
described their home environment and high school as predominantly Black transitioned 
with greater ease into Black student organizations, but lacked knowledge on navigating a 
White environment. Students who described their home environment as predominantly 
Black, but were bused to a predominantly White high school, transitioned with ease into 
Black student organization and possessed confidence in navigating a predominantly 
White environment. However, students who described their home and high school 
environment as predominantly White found their most difficult adjustment to college as 
their interactions with fellow Black students. Guiffrida (2003) determined, as with most 
students, this third group gravitated toward those they felt most comfortable, which 
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happened to be Whites. However, this third group could not avoid the Black community 
because being seen with only White students was frowned upon by the Black community. 
Their comfort with the White community and unfamiliarity with the Black community 
created uncomfortable tension. Due the aforementioned difficulties, the third group’s 
involvement in Black student organization became very beneficial. Guiffrida (2003) 
found these Black student organizations “provided the important link they needed to 
connect with the Black community” (p. 314). This group was able to observe Black 
students who “seemed so strong and confident of themselves and their Blackness,” which 
encouraged this group to connect more with the Black community (p. 314).  
Black Greek organizations (BGO) have a long history in higher education and 
have had a role in the development of Black students at PWIs (Kimbrough & Hutcheson, 
2003). The first BGO was founded in 1906, and at this time there are nine BGOs 
recognized by the National Pan-Hellenic Council (McClure, 2006). BGOs are selective 
organizations. Students express interest, and if permitted by the BGO students participate 
in a pledging process. If accepted for membership students are inducted into the BGOs. 
Similar to BCCs, BGOs were formed in response to racism and discrimination on 
campuses (Kimbrough, 2003; McClure, 2006). Black students were unable to join White 
fraternities and sororities, and formed BGOs to help themselves manage with social and 
political issues facing the Black community (McClure, 2006; Rodriguez, 1995). 
Numerous studies have found association in BGOs at PWIs can aid Black students in 
connecting to campus, maintaining social networks, increasing social capital, decreasing 
feelings of isolation, increasing understanding of Black history and culture, and 
developing of leadership skills (Hughes & Winston, 1987; Kimbrough, 2003; Knoke, 
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1986; McClure, 2006; Rodriguez, 1995; Smith & Moore, 2000, Sutton & Kimbrough, 
2001).  
Multicultural Centers 
 The growing enrollment at PWIs of students who identify as Hispanic or 
Asian/Pacific Islander since the l980s has increased discussions of multiculturalism by 
administrators (Hefner, 2002; U.S. Department of Education, 2011).  Prompted by this 
increase in enrollment, Latino and Asian students posed new concerns for administrators 
at PWIs, and who also demanded their own culture centers (Hefner, 2002). In response 
some PWIs attempted to expand the mission of their BCCs to encompass growing ethnic 
groups, while other PWIs created independent culture centers (Hefner, 2002). Growing 
pressure to meet the cultural needs of all students has shifted the focus of many BCCs 
from their Afrocentric mission (Hefner, 2002). The debate over the relevance of BCCs in 
comparison to multicultural centers gained momentum over the 1990s (Young & 
Hannon, 2002). While many PWIs, such as Indiana University, actively supportive 
multiple independent culture centers that is not the case every institution. Because the 
empirical research on BCCs is limited, so is the analysis of benefits and drawbacks of 
merging BCCs and multicultural centers. However, understanding resources are limited, 
Princess (1994) provides three questions to consider when deciding whether a BCC 
should become a multicultural center: (a) “how can the diverse needs of the study body 
be met in light of the financial resources, (b) how do you address the demands of all the 
diverse and divergent groups on campus, and (c) what type of education does the nation 
need for revitalization” (p. 13). 
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 The rise and need of BCCs during the 1960s is well documented, however few 
recent studies have examined the current or continued benefits of BCCs (Patton, 2006a, 
2006b).  In one of the most recent studies on BCCs, Patton (2006a) found one group of 
students at a PWI utilized their BCC as a comfortable place to congregate. Although the 
students enjoyed and appreciated the space, there was no mention of how the facility or 
staff supported the students other than a place to hang out, which may have important 
implications for institutional resource allocation and more significantly student support, 
and retention.  
Racial Identity Development 
 Cross (1971) originally introduced his nigrescence model with five stages of 
identity development: pre-encounter, encounter, immersion-emersion, internalization and 
internalization-commitment. Cross (1991) later revised the model to reflect the stages as 
attitudes, or “frames of reference or identity clusters through which the world is viewed” 
(Worrell, et al. 2004, p. 208). The attitudes, referred to as stages by Cross, reflected 
“cognitive and affective approaches to self and society rather than an invariant 
developmental trajectory” (Worrell et al., 2004, p. 1). In the revised model, Cross (1991) 
clarified the difference between reference group orientation (RGO) and personal identity 
(PI). He also merged the attitudes of internalization and internalization-commitment 
together into internalization (Cross, 1991). The most recent revision to the nigrescence 
model occurred in 2001, and is referred to as the expanded nigrescence model. The 
expanded nigrescence model maintains the same four attitudes and distinctions between 
RGO and PI; however multiple dimensions of each of the three attitudes are identified 
(Worrell et al., 2004).  
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Racial Identity Attitudes 
 In total, nine identities are outlined in the expanded model (Vandiver, Fhagen-
Smith, Cokley, Cross, & Worrell, 2001). Below I describe each of those identities.  
Pre-encounter. The first three stages of pre-encounter are characterized as low-
salience and anti-Black attitudes (Cross, 1991). Individuals who possess these attitudes 
may see being Black as of little consequence to their daily lives or view others and 
everything that is Black as negative and nothing like themselves.  They may also seek to 
assimilate themselves to White culture. Actual ages were never discussed during the 
conceptualization of the nigrescence model; however, Cross implied that a “greater 
number of adolescents were in the pre-encounter stage and a greater number of middle-
aged and older adults were in the Internalization stages” (Worrell, 2008, p. 158). In 
relation to traditionally aged Black students, it is conceivable that most will be in the first 
four stages measured by CRIS; pre-encounter to immersion-emersion.   
1. Pre-encounter assimilation (PA) can be characterized as Black students who 
have “low salience” for their race; however they have a “strong reference group 
orientation on being American” (p. 176).  
2. Pre-encounter miseducation (PM) can be depicted as Black students who “hold 
extremely negative views about Black people (high, negative race salience), and 
these views are internalized as Black self-hatred” (p. 177). The identity attitude is 
referred to as miseducation, because Cross (1991) identified the difficulty for a 
Black person to receive an undistorted historical depiction about Africa and the 
African American experience through the formal educational system.  
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3. Pre-encounter self-hatred (PSH) is the product of extreme miseducation, and 
the “internalization of negative stereotypes about Blacks,” which results into an 
individual questioning their “own self-worth as a Black person” (p. 177).  
Immersion-emersion. The stages within immersion-emersion begin when a 
Black individuals experience several small or even one dramatic event that disrupt their 
lives (e.g., racist actions by Whites) that they are then able to personalize (Cross, 1991). 
Individuals may begin to question their identity. In part, this is due to increased negative 
experiences with White culture and the realization of racism. The negative experiences 
Blacks have with White culture greatly reinforce the positive experiences they have with 
their Black culture. This chain of experiences revives previously held assumptions about 
race. It also represents the point in time when “the person has not yet changed but has 
made the decision to commit himself or herself to change” (Cross, 1991, p. 202), often 
resulting in interest in things that are symbolic of the Black culture (e.g., dress, hairstyles) 
and even “demonizing of White people and White culture” (p. 202).   
4. Intense Black involvement originates from Cross’s (1971) original nigrescence 
model, and can be described as a stage when Blackness defines everything that is 
important. Black students will seek out information and embrace everything that 
is Black. Individuals are immersing into Blackness and “on the journey toward an 
‘internalized’ Black identity (p. 177). Intense Black involvement is not measured 
on the CRIS, because at this time its characteristics are not easily distinguished 
between Black nationalist and multiculturalist racial identities.  
5. Immersion-emersion anti-White (IEAW) is the secondary attitude within 
immersion. It is categorized as anti-White attitudes and is “an inevitable 
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consequence of the immersing oneself in Blackness” (p. 177). Anti-White 
attitudes can be worked through in daydreams or fantasies, and although the 
thoughts might be concerning to some Whites, the attitudes are “understandable 
and rational” (Cross, 1991; Vandiver, et al., 2004, p. 179).  
Internalization. Once individuals move from immersion-emersion, they develop 
an identity within the Black culture. They recognize the strengths and weaknesses of their 
culture (Cross, 1991). These individuals are “open to other cultures and worldviews, but 
still oppose societal racism and oppression” (Vandiver et al., 2001, p. 182).  
6. Internalization Afrocentiricity (IA), or nationalist, or Black nationalism can be 
depicted as a focus on “Black empowerment, economic independence, and a 
heightened awareness of Black history and culture” (p. 180). Afrocentric attitudes 
are grounded in Afrocentric values (Worrell & Watson, 2008).  
 7. Biculturalist attitudes “combine pro-Black attitudes with one other salient 
 identity” such as religion or gender (Worrell & Watson, p. 1043). Biculturalist 
 attitudes are not measured on the CRIS.  
 8. Multiculturalist racial attitudes “reflect pro-Black attitudes combined with 
 positive attitudes toward individuals from other marginalized groups,” such as 
 Latinos (Worrell & Watson, p. 1043). Multiculturalist racial attitudes are not 
 measured on the CRIS.  
 9. Multiculturalist inclusive (IMCI) attitudes can be demonstrated by “pro-Black 
 feelings with positive attitudes toward all other cultural groups” including Whites 
 (Worrell & Watson, 2011, p. 1044).  
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 To measure the racial identity attitudes of an individual, CRIS clustered the 
nigrescence identity model, and only measures six identity attitudes: three pre-encounter 
attitudes (assimilation, miseducation, and self-hatred), one immersion-emersion attitude 
(anti-White), and two internalization attitudes (Afrocentiricity and multiculturalist 
inclusive).  As noted above, not all nine identity attitudes are measured by CRIS. Because 
individuals have multiple attitudes that are outside of the nigrescence model, such as 
religion and gender, incorporating a biculturalist scale is not a viable option (Worrell & 
Watson, 2011).  The “biculturalist attitudes reflect the comprehensiveness of the theory 
rather than an identity to be measured” (Worrel et al., 2011, p. 492). Also, CRIS does not 
have subscales to measure Black involvement and multiculturalist racial attitudes, 
although they are in development (Vandiver et al., 2001; Worrell & Watson, 2011).  
Input-Environment-Output Model 
 Alexander Astin (1991) shared the input-environment-outcome (or I-E-O) model 
after decades of use in program assessment. Originally derived from a research project on 
Ph.D. productivity, Astin (1991) asked, “could a college’s output of Ph.Ds. be explained 
simply in terms of its initial input of talented freshmen?” (p. 17). To address his question, 
Astin examined student ‘inputs,’ the university’s ‘environment,’ and the ‘output’ of Ph.D. 
graduates. In the model, input “refers to those personal qualities the student brings 
initially to the educational program” (Astin, 1991, p. 18). Environment “refers to the 
student’s actual experiences during the educational program” (Astin, 1991, p. 18). 
Outputs “refer to the ‘talents’ we are trying to develop in our educational program (Astin, 
1991, p. 18). Astin determined the student input, not the college environment, was the 
most important factor in universities’ Ph.D. productivity (Astin, 1991). His findings 
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began his realization that the traditional form of assessment of merely focusing on 
outcomes is an incomplete method (Astin, 1991; Astin & Antonio, 2012). 
 The I-E-O model contends an assessment or evaluation of an educational activity 
is not complete unless it includes information on student inputs (I), the environment of 
the activity (E), and the student outcomes or output (O) (Astin, 1991; Astin & Antonio, 
2012). The model helps to identify a less biased output by studying and controlling for an 
individual’s input and the experience they are encounter (environment). (Thurmond & 
Popkess-Vawter, 2001), Figure 1 depicts the relationships among the three variables 
(Astin, 1991). Astin (1991) preferred approach to utilization of the I-E-O model in an 
education setting is to refer to the ‘output’ as the characteristics an institution does or 
hopes to produce in a student, the ‘input’ are the characteristics the students arrives to 
campus with at the time of entry, and the ‘environment’ refers to all the programs or 
“things” designed to produce the desired output (Astin, 1991, p. 233).  
Figure 1. Astin’s Input-Environment-Output (I-E-O) Model  
 
 
 
 
 
Note: (Astin, 1991, p. 18)  
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Chapter Summary  
 Understanding the history and goals of BCCs, and the issues facing Black 
students from the 1960s to today provides rationale for why PWIs began constructing 
BCCs and underscores why many Black students value their BCC. Additionally, analysis 
of the MU’s history of exclusion provides perspective into MU’s campus racial climate 
of the past and how it may be continuing to affect the racial climate and diversity of 
campus today (Hurtado et al., 1998, 1999; Hurtado et al., 2008; Milem et al., 2005). 
Empirical research has shown the impact campus racial climate can have on students and 
the overall institution. Another factor of racial climate is the racial composition of a 
campus, which can impact Black students involvement (Allen, 1992; Tinto, 1992). In 
addition, institutions may unknowingly be maintaining policies that continue to privilege 
the homogeneous population (Milem et al., 2005), resulting in a hostile racial climate for 
those marginalized. Furthermore, many Black students experience a cultural conflict with 
the PWI environment due to the psychological climate of campus (Davis, 1995; Hurtado 
et al., 1998; Pascarella & Terenzini, 1991). Due to the limited research on BCCs, 
examination of the benefits of Black student organizations and campus multicultural 
centers has provided related bodies of literature to inform the current study. To conclude, 
a discussion of Cross’s theoretical framework and Astin’s I-E-O model, provided insight 
into the relationship between the racial attitude identity of Black students and their 
perceptions that will guide the survey instrument and the subsequent data analysis. These 
processes will be described in detail in chapter 3.  
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CHAPTER THREE: METHODS 
This chapter will introduce the study design, population and sample, measures, 
data analysis, and limitations. Guided by the following research question, this study will 
investigate the relationship between racial identity attitudes and usage of the GOBCC:  
1. Is there a relationship between Black students’ racial identity attitudes and their 
usage of the GOBCC?  
 Additionally, I describe the population and the manner for participant selection.  
The instrument and added supplemental questions are discussed, as well as logistics for 
data collection and administration of the instrument. The use of cluster analysis with the 
expanded nigrescence model is also presented. This chapter concludes with a discussion 
regarding the analysis of the relationship between Black identity attitudes and the usage 
of the GOBCC.  
Study Design 
To answer my research questions, I used a correlational design to investigate the 
aforementioned relationships. A correlational design was selected because the study 
utilized clusters to examine how strongly the variables are related. The absence of a 
control group prohibits an experimental design. To best examine racial identity within 
Cross’s expanded nigrescence model, the survey, Cross’s Racial Identity Scale (CRIS), 
was used. Additionally, CRIS permits the addition of supplemental questions, which 
made it a useful research tool. Supplemental questions were added to the CRIS 
instrument to capture data on dependent variables that cannot found elsewhere. These 
questions were analyzed to examine the construct of usage (frequency and extent) of the 
GOBCC. Once participants’ racial identity attitudes were determined by analysis of CRIS 
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responses, participants will be clustered into groups for analysis. Cluster analysis allowed 
for a multidimensional examination of racial identity attitudes. After groups were 
clustered by racial identity, MANOVA determined the presence or absence of a 
relationship between the constructs: racial identity attitude clusters, and the frequency, 
length, and type of usage. The I-E-O model will be used to explain any existing 
relationships between racial identity attitude clusters and usage.  
Data Collection 
Research Site and Population 
The study was conducted at the University of Missouri-Columbia (MU) campus, a 
large land grant PWI in the Midwest. MU is a public 4-year university. MU, a university 
of over 33,805 students with 7% (or 2,277) of the student population identifying as Black 
(Chancellor’s Diversity Initiative, 2012). Specifically, the study examined Black student 
usage of the GOBCC, a standalone facility near the geographic center of campus. Study 
participants included students at MU who identified their race or ethnicity as Black or 
African American on their university admissions application. Additionally, all Black 
students were sampled, except for first-year students. Since 2010, the MU admissions 
application provided the following six options for race and ethnicity: (a) American Indian 
or Native Alaskan; (b) Asian (includes Chinese, Filipino, Japanese, Korean, Thai, and 
Asian Indian); (c) Asian (other); (d) Black or African American; (e) White/Caucasian; or 
(f) Hawaiian/Pacific Islander (J. Keely, personal communication, June 12, 2013; Mizzou 
Undergraduate Admissions, 2012). 
This study used an online survey site (Campus Labs) instead of hard copy 
surveys, because I only had access to potential participants through email addresses. Each 
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participant was sent a unique survey link by Campus Labs to prevent participants from 
taking the survey more than once. Additionally, because participants were administered a 
unique survey link, they were able to stop the survey once they started and then come 
back to it. If participants only completed a portion of the survey, I was able to access 
those data for analysis.  
The CRIS instrument was altered for use as a web based survey. Given the 
number of students who were contacted to participate in this study (over 2,000), use of an 
online survey was also faster, cost effective, and allowed the researcher to send the 
survey to more students than using a paper copy survey. The CRIS, with additional 
questions, could be completed within 30 minutes.  
Participants received an email invitation to participate in the study from the 
researcher. The email stated the purpose of the study, and explained that their 
participation is voluntary and their responses would be anonymous. The email concluded 
with a statement of why this study is important and encouraged participants to follow a 
hyperlink to the survey (see appendix A).  Prior to beginning the survey, participants read 
consent information comprised of a description of the research; risks; benefits; 
confidentiality of the survey, and its voluntary nature, and who to contact with questions. 
Participants were requested to select the ‘next’ button if they consent to the study or to 
close out the web browser if they did not wish to participate (see Appendix B). Based on 
the analysis of 500,000 individual respondents by a survey company, 80% of responses 
from emailed surveys were collected within the first 7 days (SurveyMonkey, 2013). 
Thus, I scheduled two reminders within the first 7 days (days 3 and 7). I also planned to 
send another reminder 11 days after the original request was made.  
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To increase participation in the study an incentive will be provided. The use of 
incentives is common to increase overall response rates (Singer, 2002; Willimack, 
Schuman, Pennell, & Lepkowski, 1995). Singer and Kulka (2002) found incentives to do 
not decrease the quality of response and may actually increase it. Sauermann and Roach 
(2013) found that participants are motivated by larger prizes versus more prizes of less 
worth. Therefore, I raffled an Apple iPad mini to study participants who completed the 
last question of the survey. After completing the last question, participants were provided 
the option to enter the drawing by leaving the completed survey site and entering a new 
Campus Labs site. The new site was independent from the survey site and requested 
participants’ name, student identification number, email, and phone number. Student 
identification numbers must be collected according to university policy in order to award 
the incentive.  
Sampling Procedures 
In accordance with federal law, the study was approved by the MU Institutional 
Review Board (IRB) prior to any contact with potential participants, because it involves 
the research of human subjects. After approval, I requested a list of email addresses from 
Student Information Systems of every undergraduate (excluding first-year students) and 
graduate students at MU who identified him or herself as Black or African American on 
their university admissions application. Although racial identity fluctuates and/or entirely 
changes for some individuals (Cross, 1991; Helms & Parham, 1996; Worrell, 2008; 
Worrell et al, 2004), this population request provided the best resource available to 
effectively and efficiently communicate with the largest number of Black students at MU. 
The roster contained 2,346 email addresses of currently enrolled students. 
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After the second reminder was sent, student concerns were expressed.  According 
to IRB policy, no further communication was had with the study population until the 
concerns were investigated. Therefore the third scheduled reminder was canceled.  
 Sampling complications. Prior to sending invitations to participate in the study, I 
briefed the Interim Director of the GOBCC and his direct supervisor, about the purpose 
of the study and provided them the instrument for review. Neither raised concerns about 
the study, and the Interim Director of the GOBCC agreed to support the study by 
emailing the GOBCC listserv to notify potential study participants that the survey would 
be arriving in their inbox and that the GOBCC encouraged their participation in the 
study. However, no email was sent to the listserv.   
 As mentioned earlier, the long-standing GOBCC Director, who had originally 
endorsed the study, departed MU prior to the solicitation of this population for the study. 
Although the incoming Interim Director of the GOBCC had agreed to support the study, 
he later decided not to support the study. Additionally, after the second survey reminder 
was sent, 2 student leaders who were student staff members for the GOBCC, expressed 
concerns to me and campus administrators, regarding some of the racial identity 
questions in the instrument. When addressing the student concerns over email the Interim 
Director of the GOBCC failed to acknowledge his prior approval of the study, and denied 
having originally supported it. Additionally, the interim director’s supervisor, would not 
publically admitted to their approval of the study. On September 3, 2013, at 1:46 PM, 
following the second survey reminder, the Interim Director sent an email over the 
GOBCC listserv stating the GOBCC had no affiliation with the survey. The 
aforementioned date and time were identified as a structural break in the study.  
45 
 
 The IRB office reviewed the student concerns received by the researcher, and a 
concern directly shared with the IRB office by the Interim Director of the GOBCC, the 
IRB office determined the researcher followed proper protocol throughout the research 
process. Based on the IRB findings, I resumed communication with the study population 
after 36 days. To reduce the likelihood of further student concerns, the IRB office 
requested the researcher provide further clarification on the intent of the study and the 
origin of the questions of concern. The researcher sent an email (see Appendix F) to all 
study participants to provide the requested clarification. Additionally, to address student 
concerns on a wider scale, and in a personal nature, I spoke at an organizational meeting 
for the Legions of Black Collegians, an institutionally recognized organization identified 
as the student government for Black students with approximately 100-150 in attendance. 
At the meeting, I explained the purpose of the study and answered questions from the 
audience. Finally, in consideration of expressed concerns during the meeting, I updated 
the consent information (see figure G), and the survey was resent to the study population. 
Study participants that began or completed the survey were not sent the revised email and 
consent information. I sent the survey request on October 9, 2014, and followed up 4 
days later with a reminder. I closed the survey on October 13, 2014. I received one 
additional student complaint, content of which was consistent with the earlier concerns.  
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Measures 
 This study used the CRIS instrument to identify racial identity attitudes and 
supplemental questions adapted from the National Survey of Student Engagement 
(NSSE) to measure usage.  
CRIS 
Originally CRIS measured the revised nigrescence model; however, ongoing 
research on the racial identity model transformed the CRIS into the present day expanded 
nigrescence model (Worrell et al., 2004). In the CRIS, 23 questions were asked to collect 
participants’ demographic data. The demographic questions captured a range of areas 
such as: gender, age, race, level of personal and parental education, racial composition of 
high school, college grade point average, membership in organizations that 
predominately serve or historically served minority students, religion, and personal and 
family income (see Appendix C). Racial attitudes are determined by a series of 40 Likert 
type scale questions. Utilizing the CRIS technical manual, answers to the questions were 
measured on six subscales: pre-encounter assimilation (PA), pre-encounter miseducation 
(PM), pre-encounter self-hatred (PSH), immersion-emersion anti-White (IEAW), 
internalization Afrocentiricity (IA), and multiculturalist inclusive (IMCI).  According to 
Worrell (2008) the following attitudes are defined as such:  
 Pre-encounter assimilation (PA) can be characterized as Black students who has 
“low salience” for their race; however they have a “strong reference group 
orientation on being American” (p. 176).  
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 Pre-encounter miseducation (PM) can be depicted as Black students who “hold 
extremely negative views about Black people (high, negative race salience), and 
these views are internalized as Black self-hatred” (p. 177).  
 Pre-encounter self-hatred (PSH) is the product of extreme miseducation, and the 
“internalization of negative stereotypes about Blacks,” which results into 
individuals questioning their “own self-worth as a Black person” (p. 177).  
 Immersion-emersion anti-White (IEAW) is the secondary attitude within 
immersion. It is categorized as anti-White attitudes and is “an inevitable 
consequence of the immersing oneself in Blackness” (p. 177).  
 Internalization Afrocentiricity (IA), or Nationalist, or Black Nationalism, can be 
depicted as a focus on “Black empowerment, economic independence, and a 
heightened awareness of Black history and culture” (p. 180). Afrocentric attitudes 
are grounded in Afrocentric values (Worrell & Watson, 2008).   
 Multiculturalist inclusive (IMCI) attitudes can be demonstrated by “pro-Black 
feelings with positive attitudes toward all other cultural groups” including Whites 
(Worrell & Watson, 2011, p. 1044).  
Subscale scores were calculated based on the coding of each question. Question 
scores ranged from 1 to 7 (1-strongly disagree, 2-disagree, 3-somewhat disagree, 4-
neither agree nor disagree, 5-somewhat agree, 6-agree, and 7-strongly agree). There were 
a total of five questions for every subscale. The total subscale scores ranged from 5 to 35. 
Subscale scores were then divided by 5, making each subscale score range from 1 to 7 
(Vandiver et al., 2001). Study participants had racial attitude identities represented in 
each of the six subscales. Ten questions in CRIS were designed as filler, to provide 
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distance between questions representing the same subscale. Those ten questions were not 
scored.  
 Validity. Worrell et al. (2004) developed CRIS after studying five independent 
population samples over 5 years. Data were collected from over 1,000 students at two 
universities during development. The structural validity with exploratory factor analysis 
analyzed a sample of 279 students indicating CRIS subscales with no cross-loading 
(Worrell et al., 2004). Convergent validity was tested by comparing the Multidimensional 
Inventory of Black Identity (MIBI; Sellers et al. 1998) to CRIS using bivariate and 
canonical correlations. The comparison between the instruments provided support for 
CRIS subscales (Worrell et al., 2004).  
 Reliability. The reliability of the CRIS subscales range from .76 (IMCI and PM) 
to .88 (PSH and IEAW) and .89 (PM) for college students (Vandiver et al., 2001; 
Whittaker & Neville, 2011; Worrell et al., 2006; Worrell et al., 2004).  The use of CRIS 
with students who identify as African Americans and/or Black has been supported in 
numerous studies (e.g., Worrell, 2008; Worrell, Vandiver, Schaefer, Cross & Fhagen-
Smith, 2006; Worrell, Vandiver, Cross, Fhagen-Smith, 2004; Worrell & Watson, 2008; 
Whittaker & Neville, 2009). 
Usage 
 To better understand the relationship between racial attitude identities and usage 
of the GOBCCs, 12 additional questions were included in the survey. Similar to the 
CRIS, each question was designed on a Likert type scale. Question phrasing from the 
2011 U.S. English paper version of the NSSE was utilized to develop the verbiage for all 
additional questions (National Survey of Student Engagement, 2011). Because the NSSE 
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instrument measures the engagement of college students, and engagement is a reasonable 
proxy of usage, it provided quality examples. The questions will begin the survey, to be 
followed by the CRIS racial attitude identity questions and then CRIS demographic 
questions (see Appendix G).   
 Validity. To validate the supplemental questions, I used Bethlehem’s (2009) two 
phase approach for questionnaire validation: (a) are the questions interpreted exactly the 
same by the researcher and survey participant and (b) do the questions offer sufficient 
variation in answer response to prevent survey participants from giving the same answer. 
To ensure the questions were being interpreted as the researcher intended, two female and 
two male students at MU who identified as Black were requested to complete the 
questions independently. These students would have been illegible to participate in the 
study. As recommended by Bethlehem (2009), the researcher interviewed the participants 
following the completion of the survey to inquire about their specifics answers and 
interpretation of the questions. This technique is also referred to as cognitive interviewing 
(Schaeffer & Presser, 2003). The students were interviewed individually to prevent group 
think. I asked the students to share how they interpreted each question and to explain the 
rationale for each of their answers. Each student fully understood all the questions as 
intended. The use of interviews affirmed the additional questions were written in a clear 
and easily understood manner.  
 Reliability. The cognitive interviews were also utilized to determine the 
reliability of the additional questions. During the evaluation of the instrument, 
participants were asked probing questions upon completion of the survey (e.g., “What did 
you think ‘utilized a service’ meant?”) to determine if participants understood the 
50 
 
questions as intended and if the questions might yield similar responses from individuals 
with similar perspectives (Schaeffer & Presser, 2003). Based on participants’ rationale 
for each answer, I determined the questions would yield similar results from students 
with similar understanding and perspective. The use of interviews affirmed the additional 
questions would capture consistent responses.  
Data Analysis 
To answer the research questions, participants were clustered based on their racial 
identity attitudes as determined by the CRIS. The clusters were used as a categorical 
independent variable. The usage questions were examined as an ordinal dependent 
variable, and analysis of the dependent variables varied depending on the proprieties of 
the data. Factor analysis, ANOVA and analyses of covariance (ANCOVA) were utilized 
to examine any relationship between the clusters and response to the supplemental 
questions on usage. Data following the structural break were examined separately to 
determine if student concerns may have affected the study population.  
Dependent Variables  
Nine usage questions were developed to examine student usage by frequency, 
usage of the facility, and usage of services. Questions 1a, 1b, 1c, 5, and 9 were designed 
to examine the use of services, questions 2-4 were designed to examine the use of the 
facility, and questions 1-8 were designed to examine frequency. All 11 questions were 
grouped as a single variable, and each of the aforementioned question groupings will be 
defined as an individual variable. Factor analysis was used to group the variables.  
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Independent Variables  
  Because all participants in this study had multiple racial identity attitudes and 
each of varying degrees, cluster analysis allowed me to examine a participant’s collective 
racial identity more thoroughly than if only looking at a singular racial identity attitude in 
relation to the dependent variables. Cluster analysis is a multivariate technique, used to 
group data objects (Worrell et al., 2006). The goal is to group objects similar to one 
another to differentiate them from other grouped clusters. A strong cluster will be very 
similar, or have high homogeneity, while between clusters will be very different, or have 
high heterogeneity. Cluster analysis allowed for examination of an individual’s racial 
identity scores across all six different subscales of the expanded nigrescence model. 
Specifically, this study used two-step clustering, a clustering algorithm that allows for the 
use of categorical and continuous variables. Understanding the dynamic properties of 
racial identity and the importance of contextual cues, or how one attitude might impact 
another, I used the racial identity clusters as the independent variables.  
Two-step clustering was used to classify survey respondents based on the six 
subscales of the expanded nigrescence model (PA, PM, PSH, IEAW, IA, and IMCI), as 
measured by the CRIS.  The use of cluster analysis with the expanded nigrescence model 
allowed participants’ racial identity to be examined in a multidimensional fashion 
(Worrell et al., 2006).  This study used IBM’s SPSS (Statistical Package for the Social 
Sciences) software to analysis the data. 
Worrell et al. (2006) identified seven generalizable clusters using the CRIS. The 
clusters were tested in three studies, one study at a PWI and the remaining studies 
compared responses between HBCUs and PWIs (Whittaker & Neville, 2009; Worrell et 
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al., 2006). The identified clusters were: Cluster 1=assimilation, Cluster 2=miseducated, 
Cluster 3=low race salience, Cluster 4=immersion, Cluster 5=multiculturalist, Cluster 
6=Afrocentric and Cluster 7=identity in transition. The identity in transition cluster only 
emerged at HBCUs, and is characterized as accepting negative stereotypes about Blacks, 
but not applying those stereotypes to one’s self (Worrell et al., 2006). The low race 
salience cluster is described as indifferent feelings associated with race or ethnicity, such 
as no pro-Black or anti-Black feelings nor pro-White or anti-White feelings. The 
remaining clusters are easily identifiable to a subscale within the expanded nigrescence 
model. Visual representation of each cluster is available in the appendix (see Appendix 
D). If the data does not conform to these predetermined clusters, different groupings that 
emerge will be used for analysis.  
To clean clustered data, special consideration must be given due to the multilevel 
approach of analysis (Graham, 2008). According to Graham, if the clustered data are a 
random intercepts model, or allow variable means cross different clusters, the use of 
dummy coding is permitted, pending the number of clusters is small compared to the 
sample size. Therefore if dependent variables are examined across individual mean scores 
of each cluster, then pending the number of categorical clusters, dummy coding may be 
utilized for analysis.  
Hypothesis Testing  
Once cluster analysis has grouped participants into seven categories, and the 
usage variables have been determined, ANOVA will be conducted to identify if a 
relationship exists between the racial attitude identity clusters and usage of the GOBCC. 
Cluster groups were used as a categorical independent variable and outcomes to the 
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additional questions on usage as the ordinal dependent variables. Examination of the data 
proceeded as follows: (a) factor analysis was run on all dependent variables to condense 
them into a single variable, (b) then ANOVA was run on that factor. Analysis determined 
if any cluster, or independent variable, had a significant relationship with the single 
dependent variable. Additionally, ANOVA statistics determined if there is significant 
evidence to accept or reject each of the 4 hypothesizes.     
Pilot Study 
 In 2011, the researcher conducted a pilot study to examine the influence Black 
Resident Assistants (RAs) have on the racial attitude identity of first-year Black 
residents. Also grounded in Cross’s expanded nigrescence model on racial attitude 
identity development, the study utilized the CRIS instrument. To further investigate the 
relationship between Black RAs and first-year Black residents, additional questions were 
added to the demographic section of the survey. The CRIS was be administered 
electronically to approximately 900 first-year Black residents after they had lived in a 
residence hall for at least one year.  
Although the pilot study examined different research questions, it provided 
insight into the proposed study because of its use of CRIS and the similarities in study 
participants. The pilot study provided insight into survey response rates, participants’ 
feelings toward the research, and utilization of cluster analysis. The survey was 
administered in late May, prior to the end of the academic year. The survey captured 151 
completed surveys out of the 900 solicited participants (16.7% response rate). No 
incentives were given. During the administration of the survey, the researcher identified 
54 
 
three reactions: (a) Black students valued the research, (b) concern of question wording, 
and (c) concern over one question’s lack of response option.  
The first reaction was identified because a few Black students were forwarding 
the survey to other Black students who had not received it with encouragement to 
complete the survey. I did not conduct an in-depth examination occurred to explain why 
Black students were encouraging their peers to complete it. However, based on a 
conversation the researcher had with a one self-identified study participant, the 
aforementioned behavior may be explained by study participants recognizing a personal 
and/or community value of the research for Black students at MU. I identified the second 
reaction because one student expressed resentment towards some of the wording in CRIS, 
specifically the mention of “too many Blacks ‘glamorize’ the drug trade and fail to see 
opportunities that don’t involve crime” in the section II Likert type scale (p. 4).  After I 
provided rationale for the question’s wording, the student understood and expressed value 
in the research. Finally, the third reaction was due to a few students expressing concern 
that question ‘s’ in section I did not provide the option of zero when asking, “how many 
ethnic organizations do you belong to” (p. 2).  
Data from the pilot study were utilized to group participants into clusters for 
further analysis.  Review of the data identified three clusters, not the seven generalizable 
clusters identified by Worrell et al. (2006). However the following must considered: all 
pilot study participants were first-year students and the sample size was relatively small.  
 The lessons learned from the pilot study provided greater confidence that a good 
response rate could be captured, especially with the use of an incentive. Additionally, I 
highlighted the potential value of the research to all participants, as well as notification 
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that questions are designed to examine students along a wide spectrum of beliefs. 
Furthermore, question ‘s’ in section I was altered, allowing students to choose ‘0’.  
Summary 
The methodology chapter highlighted the study design, a description of study 
participants and the means for data collection and analysis. Additionally the structure, 
validity, and reliability of the survey instrument were discussed. The results of the study 
will be presented in chapter 4 and the limitations of the study are addressed in chapter 5. 
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CHAPTER FOUR: RESULTS 
 Is there a relationship between racial identity attitudes and usage of the GOBCC? 
Guided by this research question, the present study examined racial identity attitudes of 
Black students, as clustered by Worrell et al. (2004), to determine how these attitudes are 
correlated with usage of the GOBCC. The researcher hypothesized Black students in the 
pre-encounter clusters assimilation and low race salience clusters, will use the GOBCC 
less than the immersion and internalization and nonreplicating clusters, due to their 
indifference towards race in comparison to the other clusters (H01; Whittaker & Neville, 
2009; Worrell et al., 2004).  Additionally, Black students in the pre-encounter 
miseducated cluster will use the GOBCC least of all, due to their negatively held 
stereotypes of Blacks (H02; Whittaker & Neville, 2009; Worrell et al., 2004).  
Furthermore, Blacks in the immersion and internalization clusters possess “high anti-
White scores” and a strong Black identity, respectively (H03; Whittaker & Neville, 2009; 
Worrell et al., 2004, p.537).  Finally, Black students in the nonreplicating clusters 
Afrocentric and Identity in transition, will exhibit moderate usage of the GOBCC in 
comparison to the pre-encounter, and immersion, and internalization clusters (H04). Of the 
2339 participants solicited, 194 participants were examined. Participants’ demographic 
information, such as age, gender, racial composition of high school, family 
socioeconomic status and class standing, can be found in Table 2.  
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Descriptive Statistics 
Table 2 
Demographic Information of Study Participants (N = 194) 
________________________________________________________________________ 
Characteristics      n   % 
________________________________________________________________________ 
 
Age (years old) 
 18      3   1.5 
 19      46   23.7  
 20      41   21.1 
 21 or over      102   52.5 
 No Response      2   1.0 
 
Gender  
 Man       49   25.2 
 Woman      143   73.7 
 Transgender     0   --- 
 Other       2   1.0 
  
Racial Composition of High School  
 Mostly Black     20   10.3 
 Mixed      14   7.2 
 Mostly White      152   78.3 
 No Response      8   --- 
 
Ethnic Background (n = 247)  
 African      11   4.4 
 African American     147   59.5 
 Black       78   31.5 
 Hispanic Black    7   2.8 
 West Indian/Caribbean Black   10   4.0 
 Mixed       17   6.8 
 Other       5   2.0 
  
Student Classification  
 Undergraduate Student    160   82.4 
 Graduate Student     26   13.4 
 No Response      8   --- 
 
Semester Standing At Current School  
 2nd Year      49   25.2 
 3rd Year      44   22.6 
 4th Year or More    70   36.0 
 No Response      9   --- 
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Primary Community You Were Raised  
 Rural       6   3.0 
 Suburban      100   51.5 
 Urban       83   42.7 
 Other       5   2.5 
 
Racial Composition of Community Where Raised  
 Mostly Black      78   40.2 
 Mixed       62   31.9 
 Mostly White      54   27.8 
 
Ethnic Organizations You Belong  
 0      76   39.1   
 1      41   21.1 
 2      48   24.7 
 3      21   10.8 
 4 or more     8   4.1 
   
Family’s Socioeconomic Status  
 Poor      16   8.2 
 Working Class    54   27.8 
 Middle Class     84   43.2 
 Upper-Middle Class    37   19.0 
 Wealthy      2   1.0 
 No Response      1   --- 
________________________________________________________________________ 
Note. Other = Participants’ write in responses, such as Ghanaian-American, Haitian, and 
Nigerian. 
 
Examination of participant demographics reveals some interesting facts. First, 
over half the participants are 21 years or older. Even though this study did not solicit 
first-year students as participates, it is surprising that 52.5% of participants are over 21. If 
many are traditional college students entering MU at approximately 18 years of age, then 
several of the participants were in at least their fourth year of college.  Second, the 
majority of participants are female (73.7%). Although it is important to note the large 
number of women that completed the survey, it is not surprising. Traditionally, women 
respond in greater proportions than men to surveys (Kwak & Radler, 2002). Third, 59.5% 
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of the participants identified as African American in comparison to 31.5% identifying as 
Black. For the purposes of this study the terms Black (non-international) and African 
American were utilized interchangeably, yet this finding indicates more of the 
participants prefer African American.  Finally, 60.9% of participants are involved in at 
least one ethnic organization. Although difficult to compare to nationals averages, this 
level of involvement in ethnic organizations appears to be consistent with another study. 
Sutton and Kimbrough (2001) found Black students primary involvement to be in 
minority student organizations. In their study (2001), 79% of Black participants were 
involved in a minority organization.   
 Examination of the data involved cluster analysis, factor analysis, ANOVA, and 
an ANCOVA.  Once participants’ racial identity attitudes were determined by analysis of 
Cross’s Racial Identity Scale (CRIS) responses, participants were clustered into groups 
for analysis. Additionally, factor analysis was run on the dependent variable questions. 
The questions loaded into one dependent variable. After independent variables were 
clustered by racial identity and the dependent variables were loaded into one factor, 
ANOVA and ANCOVA were used to determine the presence a relationship between the 
constructs: racial identity attitude clusters, and the frequency, length, and type of usage.  
Dependent Variables 
Dependent variables were designed to represent student usage by frequency, 
usage of the facility, and usage of services. Factor analysis was utilized to group all 9 
usage questions into two variables. The factor loading scores and a scree plot were 
examined to determine variable strength. Additionally, Cronbach’s alpha was used to 
examine the internal consistency among dependent variables within a factor. Table 3 
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depicts stark differences between both factors. Factor 1 shows high usage in every 
category except classroom usage and student organization advisor, while factor 2 displays 
only high usage in classroom usage. Factor 2 essentially represents whether the 
participants had class in the GOBCC. After further consideration both “attended class in 
GOBCC” questions were removed from all analysis. It was determined due to students 
lack of control in where their courses are held, that the questions did not provide useful 
information related to usage of the GOBCC and racial identity. 
Table 3 
GOBCC Usage Matrix of the Factor 2 Analysis (N = 194) 
________________________________________________________________________ 
          Components  
          _____________________________________________ 
       Factor 1  Factor 2 
________________________________________________________________________ 
Event Attendance at GOBCC    .918    .094 
GOBCC Sponsored Event Attendance   .836    .136 
Student Organization Usage of GOBCC  .842    .030 
Attended Class in GOBCC Fall 2012   -.235    .815 
Attended Class in GOBCC Spring 2013  -.214    .814 
Usage of GOBCC Computer Lab   .806    .069 
Student Organization Advised by GOBCC Staff -.393    .114 
Visits to GOBCC      .863    .126 
Quality of Experiences at GOBCC    .732    .028 
________________________________________________________________________ 
 
Table 4 depicts a factor analysis without the “attended class in GOBCC” 
questions. The analysis of the remaining 6 items yielded 1 factor.  To estimate the 
reliability of the factor across all its components, Cronbach’s alpha was used (Crocker & 
Algina, 1986). The Cronbach’s alpha for the factor was .822; a score ranging from .80, or 
higher is considered acceptable (Clark & Watson, 1995). The factor score (α = .822) 
provides confidence in the internal consistency reliability of the factor, meaning to the 
degree of the Cronbach’s alpha score, all the items in the factor measure the same 
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concept and are thus inter-related. Although the high Cronbach’s alpha score suggests the 
components have high commonalities, it does not imply homogeneity (Schmitt, 1996). 
The factor was used in analysis of the research questions. 
Table 4 
GOBCC Usage Matrix of the Factor 1 Analysis (N = 194) 
________________________________________________________________________ 
             Components  
      _________________ 
       Factor 1  
 __________________________________________________________________ 
Event Attendance at GOBCC    .921     
GOBCC Sponsored Event Attendance   .828     
Student Organization Usage of GOBCC  .844     
Usage of GOBCC Computer Lab   .806     
Student Organization Advised by GOBCC Staff -.391     
Visits to GOBCC      .865     
Quality of Experiences at GOBCC    .727     
________________________________________________________________________ 
Note. Questions ‘5’ and ‘6’ (Attended Class in GOBCC Fall 2012 and/or Spring 2013) 
were removed  
 
Factors were also examined on a scree plot to visually identify where the slope of 
the curve leveled off. Figure 2 displays a sharp decline from factor 1 to factor 2 where an 
elbow forms and the data begin to level off, where the scree forms. Only factors before 
the scree should be used (Norusis, 2003). The scree visually illustrates a stark difference 
between component 1 and all the others, however little difference can be observed 
between components 2-7. Based on the visual representation of the factor analysis in the 
scree plot, and the Cronbach’s alpha score (α = .822), this study determined only 1 factor 
was identified.  
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Figure 2 
GOBCC Scree Plot of the Factor Analysis  
 
 
The distribution of the Factor 1 usage scores was examined using the Shapiro-
Wilk test of normality (S-W = .950, df = 177, p = .000). Since p < .001 the null 
hypothesis of normality is rejected, suggesting the data is not a normally distributed. A 
visual representation of Factor 1 against a normal bell curve is shown in Figure 3. It is not 
uncommon to not have normally distributed data in behavioral research (Micceri, 1989). 
According to Tabachnick and Fidell (2007), if factor analysis is used to demonstrate a 
relationship of observed variables, then assumptions regarding the normal distributions of 
the variables are not considered. 
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Figure 3 
 
Histogram of Factor 1 Usage Scores  
 
 
 
  
  Examination of Factor 1 items in Table 6 displays a standard of deviation for 
‘advised by BCC’ inconsistent with all the other items. Additionally, this item loaded at -
.391, and all other items loaded above .700. Stevens (1992) recommends a .4 cut-off on 
factor loads regardless of sample size, contending loads below that threshold are not 
reliable. The aforementioned findings indicate ‘advised by BCC’ may not be inter-related 
with all the other variables and may not be suited for use in the factor.  
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Table 6 
 
Factor 1 Item Statistics   
 
Factor 1 Items        Mean      Std. Deviation            N 
Events attended at BCC 2.239 1.0537 180 
Events sponsored by BCC 2.233 1.0308 180 
Participation in organization meeting 
inside BCC 
2.217 1.1641 180 
Computer lab usage in BCC 2.106 1.4122 180 
Advised by BCC 1.778 .4169 180 
Visit BCC 2.239 1.3260 180 
Quality of experience at BCC 4.656 2.6935 180 
 
 To better understand the relationship of the item ‘advised by BCC’ in relation to 
the other 6 items an inter-item correlation matrix was run. Table 6 displays strong positive 
correlations between all items except ‘advised by BCC’. The item ‘advised by BCC’ is 
negatively correlated with all other items, except ‘computer lab usage’.   
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Table 7 
Factor 1 Item Correlation Matrix    
 
 
Events 
attended 
at BCC 
Events 
sponsored 
by BCC 
Participation in 
organization 
meeting inside 
BCC 
Computer 
lab usage 
in BCC 
Advised 
by BCC 
Visit 
BCC 
Quality of 
experience 
at BCC 
Events attended 
at BCC 
1.000 .782 .796 .659 -.285 .743 .633 
Events sponsored 
by BCC 
.782 1.000 .633 .574 -.269 .642 .520 
Participation in 
organization 
meeting inside 
BCC 
.796 .633 1.000 .584 -.384 .625 .532 
Computer lab 
usage in BCC 
.659 .574 .584 1.000 -.169 .792 .488 
Advised by BCC -.285 -.269 -.384 -.169 1.000 -.237 -.208 
Visit BCC .743 .642 .625 .792 -.237 1.000 .553 
Quality of 
experience at 
BCC 
.633 .520 .532 .488 -.208 .553 1.000 
  
 Further analysis was conducted to understand the impact of the item ‘advised by 
BCC’ on the reliability of Factor 1. Item statistics were examined to determine if 
reliability, or Cronbach’s alpha, could be increased with the removal of ‘advised by 
BCC’, and if so, by how much. Review of Table 8 section ‘Cronbach’s Alpha if Item 
Deleted’ shows Factor 1’s current reliability statistics (7 items; α = .822) could be 
increased with the removal of ‘advised by BCC’ (6 items; α = .861).   
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Table 8 
 
Factor 1 Item Statistics     
 
Item-Total Statistics 
Scale Mean 
if Item 
Deleted 
Scale 
Variance if 
Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if 
Item 
Deleted 
Events attended at 
BCC 
15.228 37.719 .852 .809 .767 
Events sponsored by 
BCC 
15.233 39.498 .718 .623 .785 
Participation in 
organization meeting 
inside BCC 
15.250 38.222 .714 .667 .781 
Computer lab usage 
in BCC 
15.361 35.830 .712 .647 .774 
Advised by BCC3a 15.689 51.467 -.298 .161 .861 
Visit BCC 15.228 35.685 .784 .720 .764 
Quality of experience 
at BCC 
12.811 25.584 .625 .419 .850 
 
 Although the removal of the item ‘advised by BCC’ would raise Factor 1’s 
Cronbach’s alpha, it would also prohibit analysis of a particular aspect of usage of the 
GOBCC. Participants have an option to be a part of an organization advised by the 
GOBCC, and although the item may be negatively correlated to other 6 items, the choice 
to participate is still the participant’s. In consideration of the I-E-O model, participants 
choice to engage in an organization advised by GOBCC staff speaks to their ‘inputs’ and 
the ‘environment’ of the GOBCC; both areas being examined by this study. Additionally, 
since the initial Cronbach’s alpha score was strong (7 items; α = .822), the importance of 
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examining usage is greater than slightly increasing the reliability of Factor 1, the item 
‘advised by BCC’ will not be removed.   
Independent Variables 
 Utilizing the CRIS technical manual, 40 Likert type scale questions from the 
instrument determined participants scores within the each of the six Black racial identity 
subscales: pre-encounter assimilation (PA), pre-encounter miseducation (PM), pre-
encounter self-hatred (PSH), immersion-emersion anti-White (IEAW), internalization 
Afrocentiricity (IA), and multiculturalist inclusive (IMCI).  Table 4 displays means and 
standard deviations.  
Table 9 
Means of Cross Racial Identity (N = 194) 
________________________________________________________________________ 
Characteristics      M  SD   
________________________________________________________________________ 
 
Pre-Encounter 
 Pre-encounter assimilation (PA)  3.08  1.68    
 Pre-encounter miseducation (PM)  2.90  1.47 
 Pre-encounter self-hatred (PSH)   2.20  1.34 
 
Immersion-emersion  
 Immersion-emersion anti-White (IEAW)  1.49  .86  
Internalization  
 Internalization Afrocentiricity (IA)   2.86  1.15 
 Multiculturalist inclusive (IMCI)   5.75  1.15 
________________________________________________________________________ 
 
 Review of Table 9 reveals the attitudes within the internalization identity have the 
highest average. This suggests many participants possess attitudes within one or both of 
the internalization attitudes, versus the immersion-emersion attitude, which has the 
lowest average. 
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 Using Two-Step cluster analysis with all the racial identity attitudes means, 
participants were clustered into groups based on the proximity of their racial identity 
attitudes means in comparison to others’ scores. Two-Step cluster analysis identified 
three clusters representing attitudes similar to the identity attitudes of: immersion-
emersion, multiculturalist, and pre-encounter. Participants in the pre-encounter cluster 
may view being Black as negative and seek to assimilate to White culture.  Participants in 
the immersion-emersion cluster may be immersing themselves into Black culture, have a 
heightened awareness to Black culture, and could hold some anti-White attitudes. 
Participants in the multiculturalist cluster may hold positive Black feelings, along with 
positive attitudes toward other cultural groups.  
Table 10 
Means of Two-Step Cluster Classification (N = 194)      
________________________________________________________________________ 
                 Cluster     
________________________________________________________________________ 
                Immersion-emersion  Multiculturalist  Pre-encounter  
              (n = 56)      (n = 75)          (n = 49) 
Pre-Encounter 
 Pre-encounter assimilation (PA)         2.56    2.10   5.49  
 Pre-encounter miseducation (PM)         3.49       1.68       3.42  
 Pre-encounter self-hatred (PSH)          2.85        1.22          2.26 
 
Immersion-emersion  
 Immersion-emersion anti-White (IEAW)  1.92       1.19                 1.05  
 
Internalization  
 Internalization Afrocentiricity (IA)          3.62       2.27          2.15  
 Multiculturalist inclusive (IMCI)          5.66       5.50          6.31  
________________________________________________________________________ 
 
Identified Identity Clusters  
The expanded nigrescence model does not address on how students with varying 
frequencies in each of the six measurable attitudes may frame their experiences, so 
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cluster analysis was used to identify the racial identity clusters based on students’ varying 
racial identity attitude scores. Worrell et al.’s seven generalizable clusters using the 
CRIS. The identified clusters were: Assimilation, Miseducated, Low Race Salience, 
Immersion, Multiculturalist, Afrocentric, and Identity in Transition. However this study 
did not identify seven clusters. This study only identified three clusters, which only two 
were similar to Worrell et al.’s: Assimilation and Multiculturalist. Differences in the 
identified clusters in this study and Worrell et al.’s could be attributed to Worrell et al.’s 
larger sample size. Worrell et al. examined two PWIs and one HBCU, with a total sample 
size of 953; whereas, this single institution study had a sample size of 194 
 Analysis in this study only identified three identity clusters from students’ CRIS 
attitude scores based on the means of Two-Step cluster analysis. Each cluster has some 
representation of the six attitudes scored by the CRIS.  The clusters were evaluated based 
on the frequency of each of six measureable attitude scores within each cluster.   Based 
on the frequencies of the attitude scores within a cluster, and the overall cluster’s 
representation of an attitude(s) found in the expanded nigrescence model, the three 
identified clusters were named: pre-encounter, immersion-emersion, and multiculturalist. 
Students distributed across the three clusters relatively evenly: pre-encounter (N = 48), 
immersion-emersion (N = 55), and multiculturalist (N = 48).  
 Cluster pre-encounter displayed significantly higher scores in the pre-encounter 
attitudes and displayed the lowest score in the immersion-emersion attitude. Cluster 
immersion-emersion displayed the highest score in the immersion-emersion attitude and 
internalization Afrocentiricity. Cluster multiculturalist displayed the lowest pre-encounter 
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attitudes, a middle of the road immersion-emersion attitude score, and a high 
internalization attitude scores.  
Pre-encounter cluster. As with the stages of pre-encounter, this cluster may be 
characterized as low-race salience and anti-Black attitudes (Cross, 1991). Individuals in 
this cluster may possess these attitudes and may see being Black as of little consequence 
to their daily lives or view others and everything that is Black as negative and nothing 
like themselves.  They may also seek to assimilate themselves to White culture. The pre-
encounter cluster discovered in this study is similar to the ‘assimilated’ cluster discovered 
by Worrell et al. (2006). Both clusters include participants with assimilation and 
multiculturalist inclusive scores well above average, average miseducation and self-
hatred scores, and anti-White and Afrocentric scores well below average. Given the 
preencounter and ‘assimilated’ clusters’ representation of the three preencounter stages 
found in the expanded nigrescence model, this study’s preencounter cluster will serve as 
a proxy in hypothesis two. 
Immersion-emersion cluster. Individuals in the immersion-emersion cluster may 
begin to question their identity. In part, this is due to increased negative experiences with 
White culture and the realization of racism. It also represents the point in time when “the 
person has not yet changed but has made the decision to commit himself or herself to 
change” (Cross, 1991, p. 202), often resulting in interest in things that are symbolic of the 
Black culture (e.g., dress, hairstyles) and even “demonizing of White people and White 
culture” (p. 202).  The immersion-emersion cluster discovered has subtle differences in 
comparison to the to the immersion-emersion related clusters identified by Worrell et al. 
(2006). This study’s cluster includes participants with the highest immersion-emersion 
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anti-White attitudes, and strongest representation of the immersion-emersion stages found 
in the expanded nigrescence model. Therefore, this study’s immersion-emersion cluster 
will serve as a proxy in hypothesis three.  
Multiculturalist cluster. Individuals in the multiculturalist cluster may 
demonstrate “pro-Black feelings with positive attitudes toward all other cultural groups,” 
including Whites (Worrell & Watson, 2011, p. 1044). The multiculturalist attitudes are in 
the internalization stages, and these individuals are “open to other cultures and 
worldviews, but still oppose societal racism and oppression” (Vandiver et al., 2001, p. 
182). The multiculturalist cluster is similar to the multiculturalist cluster discovered by 
Worrell et al. (2006), with both clusters containing participants with high multiculturalist 
scores, and below average scores in all other categories.  
Analysis 
 Usage of the GOBCC was found to differ between each cluster. Table 10 displays 
an increase in usage from pre-encounter with the least usage, to multiculturalist in the 
middle, and finally with immersion-emersion with the highest usage. Table 13 shows a 
significant difference in means as predicted, F(2, 174) = 14.193, p < .001.  
 
Table 11 
 
Dependent Variable: Factor 1 Analysis of Usage 
________________________________________________________________________ 
Identity Cluster   N  M  SD  
    ____________________________________ 
Pre-Encounter    48  -1.165  .231 
Immersion-emersion   55  1.201  .545 
Multiculturalist   48  .137  .395 
 
________________________________________________________________________ 
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 Table 11 displays an equal representation of participants across all three clusters, 
and displays each clusters’ mean usage: pre-encounter (M = -1.165), immersion-emersion 
(M = 1.201), and multiculturalist (M = .137).  Since the dependent variable was formed 
using factor analysis, the mean usage for the variable was set at zero. Therefore any 
cluster with a mean above zero is showing usage at a rate above the average, and any 
cluster displaying a negative mean is showing usage at a rate below the average. Table 11 
shows below average usage of the GOBCC for pre-encounter cluster students. Figure 4 
provides a visual representation of cluster means by usage of the GOBCC with 
immersion-emersion students displaying the highest usage, followed by multiculturalist 
students, and then pre-encounter students.  
 
Figure 4 
 
Cluster Identify Usage by Factor 1 
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Table 12 
 
Test of Homogeneity Variances 
________________________________________________________________________ 
Leven Statistics   df1  df2  Sig.  
       ____________________________________ 
  14.193   2  174  .000 
________________________________________________________________________ 
 
 Levene’s test of homogeneity of variance was significant (see Table 12), F(2, 
174) = 14.193, p = .000, confirming the standard deviations are different. Therefore, it is 
unlikely the findings of this study occurred based on a random sampling from a 
population with equal variances. Since the standard deviations are different, the Welch’s 
and Brown-Forsythe Robust tests will be needed.  
Table 13 
 
ANOVA  
 
Usage Sum of 
Squares 
df Mean 
Square 
F Sig. 
Between Groups 145.994 2 72.997 423.294 .000 
Within Groups 30.006 174 .172   
Total 176.000 176    
 
 
One-way ANOVA was used to examine whether student usage differed between 
clusters. The analysis revealed (see Table 13) a statistically significant difference F(2, 
174) = 14.193, p < .001. Since the standard deviations were different, the Welch’s and 
Brown-Forsythe Robust tests were run, as seen in Table 14. The Welch’s test was utilized 
since it is “one of the best-known methods for comparing means and handling unequal 
variances” (Wilcox, 1995, p. 67).  The Welch’s test adjusted F ratio (489.589), was 
significant F(2, 107.450) = p < .001, concluding a significant difference exist. Since the 
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data does not follow a normal distribution, the Welch’s test provides confidence that a 
statistically significant difference exists between Factor 1 and identity cluster usage. 
Table 14 
 
Robust Tests of Equality of Means  
 
 Statistic df1 df2 Sig. 
Welch 489.589 2 107.450 .000 
Brown-Forsythe 435.392 2 121.321 .000 
 
 Because some literature has expressed concerns about the power of Levene’s test, 
the Brown-Forsythe test was also examined (Glass & Hopkins, 1996). The Brown-
Forsythe test also examines for unequal sample size and unequal variances, and provides 
an increased protection against non-normally distributed data. The Brown-Forsythe test 
displays the F test of the difference of each observation and the group median (Brown & 
Forsythe, 1974). The Brown-Forsythe test F(2, 121.321) = p < .001, also indicates a 
difference between groups.   
Table 15 
Tests of Between-Subjects Effects  
 
Source Type III 
Sum of 
Squares 
df Mean 
Square 
F Sig. Partial 
Eta 
Squared 
Corrected 
Model  
145.994 2 72.997 423.294 .000 .830 
Intercept .194 1 .194 1.124 .290 .006 
Identity 
Clusters 
145.994 2 72.997 423.294 .000 .830 
Error 30.006 174 .172    
Total  176.000 177     
Corrected 
Total 
176.000 176     
 
To examine effect size, a tests of between-subject effects was run. Analysis of 
variance shows a main effect (see Table 14) of identify cluster on usage, F(2, 174) = 
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423.294, p < .001, ηp2= .830. The partial Eta Squared, measuring the effect size, suggests 
83% of variability in usage is accounted for by cluster identify. However, the small 
sample size of the study could have upwardly biased the estimate (Pierce, Block, & 
Aguinis, 2004).  
 Analysis of covariance (ANCOVA) is an extension of ANOVA that allows for 
examination of covariates, or variables that might have a predictive outcome in the study. 
In this study, ANCOVA revealed the variables ‘age’, F(1, 174) = 6.958, p < .05, ηp2  = 
.038, and ‘involvement in ethnic student organizations’, F(1, 174) = 9.247, p < .05, ηp2  = 
.050, have the largest impact on usage of the GOBCC (see Table 16). Additionally, the 
usage of the three identity clusters were examined while statically controlling for the 
effect of participants’ age and involvement in ethnic organizations, F(2, 174) = 304.755, 
p < .001, ηp2 = .778.  When controlling for the age and involvement in ethnic 
organizations, identity clusters maintain statistical significance p < .001, however the 
partial Eta Squared, measuring the effect size, dropped to ηp2 = .778 (78%).  When 
observing participants in a particular cluster, the largest differences in usage between the 
subjects, aside from their identity cluster, will be based on age and involvement in an 
ethnic student organization.  
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Table 16 
 
ANCOVA  
Tests of Between-Subjects Effects  
 
Source Type III 
Sum of 
Squares 
df Mean 
Square 
F Sig. Partial 
Eta 
Squared 
Corrected 
Model  
148.977 4 37.244 229.990 .000 .841 
Intercept 1.677 1 1.677 10.357 .002 .056 
Age 1.127 1 1.127 6.958 .009 .038 
Ethnic Org 
Involvement  
1.497 1 1.497 9.247 .003 .050 
Identity 
Clusters  
98.704 2 49.352 304.755 .000 .778 
Error 28.177 174 .162    
Total  177.165 179     
Corrected Total 177.155 178     
  
  To further examine the identified identity clusters, and determine if the cluster 
means were significantly different from each other, a post-hoc analysis using Tukey’s 
HSD was run (see Table 17).  
Table 17 
Dependent Variable: Tukey Post Hoc with Factor 1 Analysis  
________________________________________________________________________ 
Dependent Variable     M  SE  Sig. 
________________________________________________________________________ 
 
Pre-Encounter 
 Immersion-emersion    -2.363  .081  .000 
 Multiculturalist    -1.024  .076  .000 
 
Immersion-emersion 
 Multiculturalist    1.338  .073  .000 
 Pre-Encounter     2.363  .813  .000 
 
Multiculturalist  
 Immersion-emersion    -1.338  .073  .000 
 Pre-Encounter     1.024  .076  .000 
________________________________________________________________________ 
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 The ANOVA in Table 13 identified an overall difference between the three 
clusters, however it did not examine difference between each of the specific clusters. To 
identify if a statistical difference between each of the three clusters exists, a Tukey Post 
Hoc analysis was run (see Table 17). The Tukey Post Hoc comparisons indicated a 
significant difference between the clusters pre-encounter and immersion-emersion 
(p<.001), the clusters pre-encounter and multiculturalist (p<.001), and the clusters 
immersion-emersion and multiculturalist (p<.001). Table 17 indicates a significant 
difference between each cluster from each other at p<.001.  
Structural Break 
On September 3, 2013, at 1:46 PM, following the second survey reminder, the 
interim director for the GOBCC sent an email over the GOBCC listserv stating the 
GOBCC was unaware and had no affiliation with the survey. The aforementioned date 
and time are identified as a structural break in the study.  
Following the structural break 58 students, or approximately 30% of the sample, 
completed the survey.  
 When analyzing participants that completed the survey prior to the structural 
break and those after the break, a significant difference in usage was found between 
identity clusters formed from only those participants versus all participants. Additionally, 
cluster analysis identified three clusters for all study participants, participants that 
completed the survey prior to the break, and participants that completed the survey after 
the break. However the identity clusters for participants post structural break were not 
statistically significant at p = .653 (see Table 18).  
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Table 18 
Dependent Variable: Usage of post break clusters   
________________________________________________________________________ 
Dependent Variable     M  SE  Sig. 
________________________________________________________________________ 
 
Pre-Encounter      -.4355  .280  .653 
Immersion-emersion     -.3661  .201  .653 
Multiculturalist     -6176  .182  .653 
 
 Analysis of the prior to structural break identity clusters reveals a statistically 
significant relationship with usage of the GOBCC at p < .001 (see Table 19). Although 
the all sample clusters, and prior to the structural break clusters, have different means 
they display similar usage of the GOBCC (see Figures 5 and 6). In both clusters 
immersion-emersion participants display the highest usage, followed by multiculturalist 
participants, and then pre-encounter participants.  
 
Figure 5      Figure 6 
Prior to Structural Break – Usage by Factor 1   All Sample Cluster - Usage by 
Factor 1 
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Table 19 
Dependent Variable: Usage of identity clusters all sample and prior to break    
________________________________________________________________________ 
Identity Clusters      M  SE  Sig. 
________________________________________________________________________ 
Prior to Break  
 
Pre-Encounter      -.204  .122  .000 
Immersion-emersion     .6957  .137  .000 
Multiculturalist     .3253  .167  .000 
 
All Sample  
 
Pre-Encounter      -1.165  .033  .000 
Immersion-emersion     1.201  .073  .000 
Multiculturalist     .137  .045  .000 
 
 
 
Figure 7 displays participant usage of the GOBCC within identity clusters. As 
displayed the prior to structural break clusters has similar usage trends with the all sample 
clusters, and distribution of the participants’ usage is grouped by cluster.  
Figure 7 
 
Cluster Identify Usage by Factor 1Prior to Break  
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Table 20 
 
Mann-Whitney Test Ranks- Racial Identity Attitude Scores  
 
Ranks Structural 
Break 
N Mean 
Rank 
Sum of 
Ranks 
Assimilation Prior to 
Break 
136 93.98 12781.00 
After 
Break 
58 105.76 6134.00 
Total 194   
Miseducation Prior to 
Break 
136 99.61 13546.50 
After 
Break 
58 92.56 5368.50 
Total 194   
Self-Hatred Prior to 
Break 
136 96.68 13149.00 
After 
Break 
58 99.41 5766.00 
Total 194   
Anti-White Prior to 
Break 
136 96.58 13134.50 
After 
Break 
58 99.66 5780.50 
Total 194   
Afrocentiricity  Prior to 
Break 
136 102.83 13984.50 
After 
Break 
58 85.01 4930.50 
Total 194   
Multiculturalist  Prior to 
Break 
136 99.16 13485.50 
After 
Break 
58 93.61 5429.50 
Total 194   
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 To compare the differences between participants completing the survey prior to 
the structural break versus those that completed the survey after the structural break the 
Mann-Whitney test was used. The Mann-Whitney test displays higher mean ranks for 
participants in assimilation after the structural break (M = 105.76) in comparison to ranks 
prior to the break (M = 93.98). This finding suggests higher usage by participants with 
assimilation attitudes after the structural break, however the means are not statistically 
significant (p = .181). Additionally, higher mean ranks for participants in Afrocentiricity 
were found before the structural break (M = 102.83) in comparison to ranks after to the 
break (M = 85.01). This finding is statistically significant at, p < .05, and suggests higher 
usage by participants with Afrocentiricity attitudes prior to the break.  
 
Table 21 
 
Mann-Whitney Test Statistics- Racial Identity Attitude Scores  
 
Assimil-
ation 
Miseduc-
ation 
Self-
Hatred 
Anti-White Afrocent-
iricity 
Multicultur-
alist 
Mann-
Whitney U 
3465.000 3657.500 3833.000 3818.500 3219.500 3718.500 
Wilcoxon W 12781.000 5368.500 13149.00 13134.50 4930.500 5429.500 
Z -1.339 -.801 -.313 -.371 -2.027 -.632 
Asymp. Sig.  
(2-tailed) 
.180 .423 .754 .710 .043 .527 
Exact Sig. (2-
tailed) 
.181 .424 .756 .712 .043 .529 
Exact Sig. (1-
tailed) 
.091 .212 .378 .355 .021 .264 
Point 
Probability 
.000 .000 .001 .001 .000 .000 
Note: Grouping Variable: Structural Break 
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A Mann-Whitney test indicated no significant difference in the racial identity 
attitude scores between the participants that completed the survey prior to the structural 
break and those participants that completed the survey following the structural break for 
the following: (a) Assimilation U = 3465, p = .181, (b) Miseducation U = 3657, p = .424, 
(c) Self Hatred U = 3833, p = .756, (d) Anit-White U = 3818, p = .712, and (e) 
Multiculturalist U = 3718.5, p = .529.  However, the racial identity attitude of 
Afrocentiricity was significantly different at U = 3219.5, p = .043, with participants prior 
to the structural break identifying more frequently with the attitude Afrocentiricity.  
Table 22 
 
Cross Tabulation of GOBCC Usage and Structural Break Points  
________________________________________________________________________ 
Usage        Structural Break  
       Prior to Break  & After Break 
       __________________________ 
         χ2  df   p  
 
Event Attendance at GOBCC    19.531  3  <.001 
GOBCC Sponsored Event Attendance   21.542  3  <.001  
Student Organization Usage of GOBCC  8.691  3  =.034 
  
Usage of GOBCC Computer Lab   12.812  5  =.025 
  
Student Organization Advised by GOBCC Staff 5.536  1  =.019 
  
Visits to GOBCC      15.422  5  =.009 
  
Quality of Experiences at GOBCC   14.983  7  =.036 
________________________________________________________________________ 
 
To further examine if any of the observed differences occurred by chance a 
Pearson’s chi-squared test was run. The Pearson’s chi-squared test indicted participants 
that completed the survey following the structural break in comparison to those that 
completed the survey prior to the structural break are significantly different in their usage 
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of the GOBCC. Crosstab score totals report that participants that completed the survey 
following the structural break use the GOBCC less frequently in every category, except 
‘Student Organization Advised by GOBCC Staff.’  
Data indicate participants completing the survey before the break had more 
Afrocentiricity attitudes than those after the break. Additionally, identity clusters found 
the after the structural break clusters did not have a statistically significant relationship 
with usage of the GOBCC. No other significant differences were found between prior to 
break and post break participants. Further analysis was conducted between the entire 
sample and prior to break participants.  
 Prior to break analysis. Clusters in Table 23 are representative of the all sample 
clusters, with immersion-emersion participants showing the highest usage of the 
GOBCC, followed participants in the multiculturalist cluster, and finally pre-encounter 
participants displaying the least usage.   
Table 23 
 
Dependent Variable: Factor 1 Prior to Break Analysis of Usage 
 
Identity Cluster N M SD 
Pre-Encounter 54 -.405 .929 
Immersion-emersion 33 .495 .774 
Multiculturalist 39 .142 1.054 
 
Table 24 
 
Test of Homogeneity Variances - Prior to Break 
 
Leven Statistics df1 df2 Sig. 
2.809 2 123 .064 
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A test homogeneity of variance was not significant (see Table 24), Levene’s F(2, 
123) = 2.809, p = .064, confirming the standard deviations are not significantly different 
from one another. The test suggests a normal distribution of data, and will not require a 
Robust test like the all sample data (see Table 14).  
Table 25 
 
ANOVA –Usage Prior to and After Structural Break 
 
 
Sum of 
Squares df 
Mean 
Square F Sig. 
After 
Break 
Between 
Groups 
35.287 2 17.643 231.169 .000 
Within Groups 3.740 49 .076   
Total 39.027 51    
Prior 
Break 
Between 
Groups 
95.102 2 47.551 231.344 .000 
Within Groups 25.076 122 .206   
Total 120.178 124    
 
The ANOVA in Table 25 shows participants that completed the survey prior to 
break and after the break both display statistically significant usage of the GOBCC at p < 
.001.   
Structural Break Summary   
 Examination of the data before the structural break and following the structural 
break yielded two differences. First, the data indicates differences in the racial identity 
attitudes of participants. The data suggests participants completing the survey after the 
break have lower Afrocentiricity attitudes. Further examination of participant attitudes 
found no statistically significant difference among any other racial identity attitude. 
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Additional examination of identity clusters found the post structural break clusters did not 
have a statistically significant relationship with usage of the GOBCC. However, the prior 
to structural break clusters displayed similar trends in usage by cluster with immersion-
emersion participants showing the highest usage, followed by multiculturalist 
participants, and finally pre-encounter participants displaying the least usage of the 
GOBCC.  
 Further analysis of prior to structural break participants and after structural break 
participants displays a statistically significant difference in usage of the GOBCC among 
the two variables F(1, 175) = 18.462, p < .001. Participants completing the survey prior 
to the break indicated they used the GOBCC (M = .198) more frequently than those 
participants completing the survey after the break (M = -.477). This change is not 
surprising since participants completing the survey after the break had lower 
Afrocentiricity attitudes; an attitude associated with the immersion-emersion cluster.  
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CHAPTER 5: CONCLUSIONS AND IMPLICATIONS 
This final chapter is comprised of six sections. The first section is an overview of 
the study, restating the purpose, research question, and methodology. The second section 
is a discussion of research findings. This section will answer the proposed hypothesizes 
and address the research question. The third section will discuss implications for 
institutional policy. The fourth section implications for future research. The fifth section 
will discuss limitations of the study. The final section will provide a conclusion to the 
study.  
Overview of the Study  
The purpose of this study was twofold: first to examine the relationship between 
racial identity attitudes and the use of one specific BCC, the GOBCC at the University of 
Missouri; and secondly, to add to the limited extant research on BCCs. To do so, this 
study originally intended to address the following research question:  
1. Is there a relationship between Black students’ racial identity attitudes and their 
usage of the GOBCC?  
Based on extant research, if usage of the GOBCC is correlated with racial identity 
attitudes, the following hypotheses were expected:  
H01 – I hypothesize the GOBCC will not be perceived as a resource to students with 
pre-encounter attitudes, and therefore they will not seek out the GOBCC for support.  
H02 – I hypothesize Black students’ negative feelings in the pre-encounter 
miseducated cluster will significantly deter usage of the GOBCC.   
H03 – I hypothesize Blacks in the immersion and internalization clusters will utilize 
GOBCC services to higher degree than students in other clusters.  
87 
 
H04 – I hypothesize students in the nonreplicating clusters of Afrocentric and Identity 
in Transition will neither seek out the GOBCC for its Afrocentric approach nor will 
they be deterred by it.   
The instrument used was: Cross’s Racial Identity Scale (CRIS). It captured and 
measured the racial identity attitudes of Black student participants. Additional questions 
were added to the survey to examine dependent variables, which were: frequency of 
usage, length of usage, and type of usage (e.g., using the computer lab versus the 
conference room) of the GOBCC.  The independent variable was racial identity attitude 
cluster.  
To answer the hypotheses and address the research questions, this study used a 
correlational design to investigate the hypothesized relationships. A survey was sent to 
2,339 eligible participants and captured 194 usable responses. During data collection 
some participants expressed concern regarding a few questions used in the survey, and 
the interim-director of the GOBCC withdrew his support for the study, causing a 
structural break in the collected data. As a reminder, no first-time college students were 
included in the sample. Due to the timing of data collection in the fall semester, they, 
were unable to have ample time to use the GOBCC.   
The investigation required the clustering of multiple racial identity attitudes, 
factor analysis, analysis of variance, and analysis of covariance. I then interpreted the 
data using Cross’s expanded nigrescence model and Astin’s I-E-O model.  
Discussion of the Research Findings 
Identified Identity Clusters  
 To better understand the complexities of racial identity, cluster analysis was 
utilized (Whittaker & Neville, 2009; Worrell et al., 2006).  Because all participants in this 
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study have multiple racial identity attitudes and each of varying degrees, this technique 
allowed me to examine a participant’s collective racial identity more thoroughly than 
only looking at a singular racial identity attitude in relation to the dependent variables. 
This study identified three clusters: pre-encounter, immersion-emersion, and 
multiculturalist. Participants were distributed across the three clusters relatively evenly: 
pre-encounter (N = 48), immersion-emersion (N = 55), and multiculturalist (N = 48). 
Students in the pre-encounter cluster may possess anti-Black attitudes and may see being 
Black as of little consequence to their daily lives or view others and everything that is 
Black as negative and nothing like themselves.  Students in the immersion-emersion 
cluster may be developing an awareness to racism and have an interest in things that are 
symbolic of the Black culture (e.g., dress, hairstyles) (Cross, 1991, p. 202).  Student is in 
the multiculturalist cluster may demonstrate attitudes that are open to differing cultural 
perspectives but “still oppose societal racism and oppression” (Vandiver et al., 2001, p. 
182).  
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Hypotheses   
Using clusters identified by Worell et al. (2004), this study intended to examine 
the racial identity attitudes of Black students to determine how these attitudes are 
associated with usage of the GOBCC. Because this study only identified three clusters, I 
relied on proxies for two of the hypotheses.   
 Hypothesis one states (H01): the GOBCC will not be perceived as a resource to 
students with pre-encounter attitudes, and therefore they will not seek out the GOBCC for 
support. The findings of the study support this hypothesis. Analysis of each cluster 
against the usage factor shows students in the pre-encounter cluster (M = -1.165, SD = 
.231) utilized the GOBCC on average less than students in the immersion-emersion (M = 
1.201, SD = .545) and multiculturalist clusters (M = .137, SD = .395).  
 Hypothesis two states (H02): Black students’ negative feelings in the pre-
encounter miseducated cluster will significantly deter usage of the GOBCC. Because this 
study was unable to replicate the same clusters found by Worrel et al. (2006), analysis of 
H02 required the use of a proxy. Based on pre-encounter attitude scores, Worrel et al.’s 
pre-encounter miseducated cluster is comparable to this study’s pre-encounter cluster. 
Although additional research is needed because Worrel et al.’s cluster could not be 
duplicated, the findings in this study provide support for H02. As mentioned, students in 
the pre-encounter cluster displayed the least usage of the GOBCC.  
 Hypothesis three states (H03): Black students in the immersion and internalization 
clusters will utilize GOBCC services to a higher degree than students in other clusters. 
Because this study was unable to replicate the same clusters found by Worrel et al. 
(2006), analysis of H03 is also difficult. Based on immersion-emersion attitude scores, 
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Worrel et al.’s immersion cluster is comparable to this study’s immersion-emersion 
cluster. Although additional research is needed because Worrel et al’s cluster could not 
be duplicated, the findings in this study provide support for H03, as students in the 
immersion-emersion cluster displayed the highest usage of all three clusters.   
 Hypothesis four states (H04): Black students in the nonreplicating clusters of 
Afrocentric and Identity in Transition will neither seek out the GOBCC for its 
Afrocentric approach nor will they be deterred by it. Because this study was unable to 
replicate the same clusters found by Worrel et al. (2006), analysis of H04 is also difficult. 
Based internationalization and pre-encounter attitude scores, Worrel et al.’s Afrocentric 
cluster is the most comparable to this study’s multiculturalist cluster: however, this study 
is unable to support or reject H04.  
Research Question  
 The I-E-O model was used to explain any existing relationships between racial 
identity attitude clusters and usage. As a reminder, the students’ inputs (I) were their 
racial identity attitudes, the environment (E) was the GOBCC, and the output (O) was 
usage of the GOBCC. The I-E-O model helps frame the usage of the GOBCC, or the 
output, through examination of environment, and student inputs, or in this case racial 
identity attitudes as understood through the expanded nigrescence model. If usage (O) of 
the GOBCC were to change, the I-E-O model predicts that analysis of student inputs (I) 
and the environment (E) would be necessary to fully understand the change. Where the I-
E-O model can help BCCs understand how a student’s input or the environment can 
impact usage, the expanded nigrescence model can help explain a change in the student 
and the perception of the environment through the students’ lenses in relation to racial 
identity attitudes. 
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 To answer the research question this study examined frequency of usage, usage of 
the physical space, and usage of GOBCC services. Analysis of the data in this study 
suggests ‘yes,’ a relationship does exist between Black students’ racial identity attitudes 
and their usage of the GOBCC. 
   Frequency of usage. As shown in Table 9, students’ racial identity cluster is 
significantly related to their usage of the GOBCC at F(2, 174) = 14.193, p < .001. 
Students in the immersion-emersion (M = 1.201, SD = .545) displayed the highest usage, 
followed by students in the multiculturalist cluster (M = .137, SD = .395), and students in 
the pre-encounter cluster (M = -1.165, SD = .231) displayed the least usage. Furthermore 
the data suggest cluster identity explains up to 83% of the student usage of the GOBCC 
(see Tables 14 and 15).  
 The relationship between Black students’ racial identity attitudes and the 
frequency they use the GOBCC is not surprising. The differences among the three stages 
in Cross’s expanded nigrescence model are quite dramatic. In examination of the pre-
encounter attitudes, those students might see being Black as of little consequence to their 
daily lives or view others and everything that is Black as negative and nothing like 
themselves (Cross, 1991). Additionally, students exhibiting immersion-emersion attitudes 
may have a greater “interest in things that are symbolic of the Black culture” (Cross, 
1991, p. 202) and thus may be drawn to the Afrocentric nature of the GOBCC. 
Furthermore, students within the multiculturalist cluster may be demonstrating “pro-
Black feelings with positive attitudes toward all other cultural groups” (Worrell & 
Watson, 2011, p. 1044) including Whites, and thus may not be see the GOBCC as great 
of a resource as the immersion-emersion cluster.  
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It is important to note that this study is not arguing that students in the pre-
encounter and multiculturalist clusters do not use or view the GOBCC as a resource. 
Instead, the findings of this study suggest students within the immersion-emersion cluster 
inputs (I) utilize the GOBCC environment (E) more frequently than their peers in other 
clusters. Additionally, the usage (O) of the GOBCC by students within the 
multiculturalist cluster is higher than students with pre-encounter cluster inputs.  
 Usage of physical space. During the analysis of data, both “attended class in 
GOBCC” questions were removed because students have no control on where their 
courses are held. Therefore their usage of the GOBCC due to class attendance has no 
relationship with their racial identity attitudes. Because no relationship existed between 
the “attended class” questions and usage of the GOBCC, those questions did not provide 
useful information related to the study and were removed from the analysis. As such, it 
was difficult to determine if a relationship exists between Black students’ racial identity 
attitudes and how they use the physical space of the GOBCC. 
 Analysis of the factor scores for classroom usage in the GOBCC did not correlate 
with any other factor scores, suggesting usage of the physical space for classroom 
purposes is not related to other usage areas. Additionally, factor scores for usage of the 
GOBCC computer lab were positively correlated with other usage areas other than 
classroom usage. These findings, along with the relationship between cluster identity and 
usage, suggest when students have an option to use, or not use, the physical space in the 
GOBCC, racial identity impacts physical space usage. For example, if a student in the 
pre-encounter cluster, who might have very negative views of Black people and seeks to 
assimilate themselves to White culture, was in need of a computer lab, and the nearest 
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two computer labs were the GOBCC or a library, both of equal distance, the pre-
encounter student would likely chose the computer lab in the library (Worrell, 2008). 
Based on the student’s inputs (I) (i.e., attitudes about Black and White cultures), the 
environment in the library might be perceived as more comfortable. 
 Usage of services. Students in the immersion-emersion cluster utilize the 
GOBCC services more than the other clusters. The factorability of the 11 usages items 
was examined, and the three service-related usage questions included three of the four 
highest scores among all the usage questions with factor loads > .836. Participants in the 
immersion-emersion cluster scored significantly higher on their relationship with the 
dependent variable, and therefore on the service usage questions. The relationship 
between Black students’ racial identity attitudes and the dependent variable is displayed 
in Figure 5. 
Figure 5 
Usage of GOBCC Comparison by Cluster 
 
 
 Understanding the racial attitude inputs of immersion-emersion students, and the 
environment or services studied (i.e., program attendance, participation in a student 
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organization meeting in the GOBCC, and the quality of experiences you have had at the 
GOBCC), it is no surprise students in the immersion cluster used the GOBCC services 
more frequently than the other two clusters. Students exhibiting immersion-emersion 
attitudes may be questioning their identity. In part, this could be due to increased negative 
experiences with White culture and the realization of racism (Cross, 1991). The negative 
experiences Blacks have with White culture greatly reinforce the positive experiences 
they have with their Black culture (Cross, 1991). Thus, immersion-emersion students are 
more likely than those in the other two clusters to feel comfortable in an Afrocentric 
environment, and perhaps be engaged in a predominantly and historically Black student 
organization that utilizes space at the GOBCC. 
Comparison of Structural Break Periods  
As a reminder, the structural break in the study occurred when the interim-
director of GOBCC withdrew his support of the study. He sent an email to the GOBCC 
listserv stating the GOBCC had no knowledge or affiliation with the survey. The 
withdraw of support, and statement issued to every student who identified as 
Black/African American on their university application, created the potential for 
sampling bias.  
Prior to the structural break 136 students completed the survey. Following the 
structural break, an additional 58 students completed the survey. Analysis of the 
participants yielded no significant difference in the six racial identity attitude scores 
between the participants who completed the survey prior to the structural break and those 
participants who completed the survey following the structural break, except for those 
who identified with the racial identity attitude of Afrocentiricity. Prior to the structural 
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break, participants more frequently identified with the attitude Afrocentiricity. However, 
when the new attitude scores were formed into clusters, a significant difference between 
identity clusters formed from participants prior to the break compared with all 
participants was found.  Additionally, the Pearson’s chi-squared test indicted participants 
who completed the survey following the structural break compared to those who 
completed the survey prior to the structural break are significantly different in their usage 
of the GOBCC, and use the GOBCC less frequently in every category, except ‘Student 
Organization Advised by GOBCC Staff.’  
Although differences exist between participants completing the survey prior to the 
break compared to those after the break, there are also a number similarities. Analysis of 
variance showed participants who completed the survey prior to break yielded results 
similar to those of all participants. The clusters identified prior to the break and the 
clusters identified from the entire sample found participants with immersion-emersion 
exhibit the highest usage, followed by multiculturalist, and concluding with pre-
encounter students who exhibited the least. 
The differences in cluster identities and usage is not surprising. After the 
structural break, the students who identified more frequently with the attitude 
Afrocentiricity were the least likely to completed the survey. One possible explanation of 
this difference could be that students exhibiting internalization Afrocentiricity (IA) can 
be depicted focusing on “Black empowerment, economic independence, and a heightened 
awareness of Black history and culture” (Vandiver et al., 2001, p. 180), and students with 
Afrocentiricity attitudes (immersion-emersion cluster) may be more closely aligned with 
the GOBCC mission and leadership. Such students may have been influenced to a greater 
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degree by the GOBCC interim director’s withdraw of support, leading to a decision to not 
respond after the structural break. A second possible explanation of this difference is that 
students exhibiting internalization Afrocentiricity attitudes may have been more 
responsive to the first two requests to complete the survey prior to the structural break 
due to the focus of the survey. Additionally, the total sample size was 194 participants of 
whom 58 completed the survey following the break, which represents 30% of the sample. 
Considering the number of participants following the break was so large in comparison to 
the sample, I am surprised more differences were not found.  
 Implications for Institutional Policy 
 The findings of this study indicate racial identity impacts Black students’ usage of 
the GOBCC. The pre-encounter cluster (M = -1.165) students utilized the GOBCC 
significantly less than the other two clusters, suggesting that students who exhibit more 
pre-encounter attitudes will utilize a BCC less than other identities due to low race 
salience and desire to assimilate with White culture (Cross, 1991).  Additionally, the 
immersion-emersion cluster (M = 1.201) students utilized the GOBCC significantly more 
than the other two clusters, suggesting these students will utilize a BCC more frequently 
than other identities due to negative experiences they have had with White culture or an 
increased importance placed on Blackness (Cross, 1971). Thus, the findings of this study 
raise the question if the GOBCC, and possibly other BCCs, are serving their intended 
population or only a segment of it.  
 Understanding the complexities and fluid nature of racial identity, institutions 
should consider their role in serving the Black student population, and whether and/or 
how their BCCs fit into that. Should BCCs be solely Afrocentric in design and message, 
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and if so, what implications does that have for pre-encounter students who will be less 
inclined to utilize the center? Although Black students in a pre-encounter cluster may 
seek to assimilate more with White culture (Cross, 1971), they will still experience 
challenges due to the campus climate at a PWI and adapting to a new environment 
(Allen, 1998; Chavous, 2002; Fleming, 1984). In 2001, the University of Missouri 
administered the Rankin National Climate Studies for Underrepresented Groups. The 
study found that 30.7% of Black students reported being a victim of harassment (Mizzou 
Diversity, 2005). Additionally, a “higher percentage of people of color in the MU sample 
(59%) reported experiences of harassment based on race or ethnicity than people of color 
in the national sample (31%)” (Mizzou Diversity, 2005, p.2). In a campus climate like 
this, students will need support.  
 If the BCC is Afrocentric in nature (Hord, 2005), it may not be the best 
environment to support pre-encounter students, who are likely to use facility less due to 
their inputs or low race salience. Thus, the major implication for student affairs 
practitioners is to seriously consider how an institution should best support pre-encounter 
students. Additionally, student affairs practitioners must consider the mission and 
purpose of the BCC. Is the BCC to be viewed as the primary support service for all Black 
students, or is it one of many support services on campus that collectively support all 
students? If it is the former, then practitioners may need to redesign their primarily 
Afrocentric environment to make them more inviting to students in all clusters of Cross’s 
nigrescence model. At an institutional level, and/or BCC level, I feel a more intentional 
approach to support Black students in the pre-encounter cluster is possible. Additionally, 
pre-encounter students are typically younger in age, and may have a larger representation 
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in the first-year class (Cross et al., 1991).  If this is the case, pre-encounter students may 
need additional support as they transition to the institution (Fleming, 1984; Pascarella & 
Terenzini, 1980). Further, there may be additional policy recommendations worthy of 
consideration related to pre-encounter students. However, because first year college 
students were not included in the sample for this study, this study may have an 
underrepresentation of pre-encounter students, limiting additional recommendations for 
this group. 
 Although many BCCs are designed with Hord’s (2005) four responsibilities in 
mind, BCC directors need to be cognizant how their programs, the interior décor of a 
center, and mission might be a deterrent for some Black students. In respects of the 
GOBCC, it is “dedicated to providing social and educational programs that reflect the 
history, heritage and culture of the African Diaspora to all students, faculty, staff and the 
Mid-Missouri community” (Gaines/Oldham Black Culture Center, 2014). If the GOBCC 
interprets its mission to serve all Black students, it may unknowingly serve but a fraction 
of its intended population. This finding is not say the GOBCC is solely responsible for 
supporting pre-encounter students, or should alter its grounding in Hord’s (2005) 
responsibilities, as such a change could impact support for immersion-emersion cluster 
students. In fact, the University of Missouri does provide additional support in multiple 
ways (e.g., Academic Retention Services, TRIO programs, affinity student organizations, 
Black Greek Letter Organizations) to underrepresented populations, including Black 
students; however, those support mechanisms were outside the scope of this study. 
Nonetheless, it does raise the questions for student affairs practitioners to consider as they 
work to continuously improve services on campus for all students. I encourage additional 
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research about where pre-encounter students might be seeking support, and a wider 
discussion on the institution’s role in supporting all Black students and where the 
GOBCC fits into that plan.  
Implications for Future Research 
  Overall, the findings of this study are not surprising; however, the lack of 
research about BCCs is. This study examines a BCC with an Afrocentric approach 
grounded in Hord’s (2005) four responsibilities, and the relationship between racial 
identity attitudes of students and their usage of that center. The study found one cluster of 
students might be deterred from using the center due to its Afrocentric approach, and thus 
might be falling through the cracks. Given the similarity of the structure of BCCs around 
the nation, and the potential for pre-encounter students to be deterred from using an 
Afrocentric center, additional research is needed. Specifically more research is needed on 
pre-encounter students and whether, and/or where, they seeking assistance on campus 
and how they view BCCs. Additionally, to expand the focus of this study, research is 
needed on how racial identity attitudes might impact the use of other student support 
centers. If pre-encounter students do not use the BCC are they using other support 
services? 
 Further analysis of the usefulness of clustering racial identity attitudes and 
examination of BCC usage in relation to racial identity is also needed. The existing 
research about BCCs is very limited, and consists of only qualitative studies. An 
extensive review of the literature, and personal communication with Dr. Lori Patton 
(December 16, 2011) one of the foremost authorities on BCCs, did not yield one 
quantitative study on BCCs and much of the literature on BCCs is historical. Additional 
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research is needed on BCCs to understand: (a) how BCCs might support Black students 
differently from multicultural centers, (b) how BCCs Afrocentric approach is viewed by 
Black students, and (c) how BCCs might impact the campus climate of a PWI.  
Implications for Theory and Research 
W. E. Cross’s original (1971) nigrescence theory has been cited over 1,500 times, 
served as the foundation for numerous research project, and is required reading in many 
social and behavior sciences, and student affairs graduate programs. The theory has been 
revised three times, and its current version, Cross’s expanded nigrescence model serves 
as the theoretical foundation for this study. The CRIS is the instrument designed to score 
participants’ racial identity attitudes and help categorize them for research purposes. The 
CRIS has never been revised.  
This study attempted to utilize Worrell et al.’s (2006) seven generalized clusters 
to examine the usage of the GOBCC; however, I was unable to replicate all of the 
clusters. Additionally, the expanded nigrescence model does not address how students 
with varying frequencies in each of the six measurable attitudes may frame their 
experiences.  Based on the challenges of this study to examine the multiple attitudes each 
student possesses, I recommend the revision of the expanded nigrescence model to 
consider students with multiple attitudes. The expanded nigrescence model has three 
attitudes and multiple identities of within each attitude (Worrell et al., 2004). Further, the 
model describes attitudes as “frames of reference to view the world” (Worrell, et al. 
2004, p. 208) and provides examples of students’ perspective in each attitude. 
Additionally, the revised model (AUTHOR, 1991) reflected stages as attitudes, and 
acknowledged that students possess multiple attitudes.  However, the expanded 
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nigrescence model does not discuss or provide examples of how students might ‘frame’ 
their view of the world within their multiple attitudes. As such, I feel use of the theory as 
it is currently presented is difficult because of the complex and fluid nature of racial 
identity attitudes, and that everyone possess multiple attitudes (Sellers et al., 1998). 
 This study identified three groups of students with scores ranging across all six 
attitudes, however the expanded nigrescence model provides no context on how those 
groups might view their world differently, aside from the approach this study utilized. 
For example, what type of internalized experiences and outward behaviors might students 
with above average scores in the pre-encounter identities and average scores in the 
immersion-emersion identity demonstrate? Additionally, Worrell et al. (2006) identified 
the assimilated cluster as those with above average assimilation and multiculturalist 
inclusive scores, and below average scores in all other categories. In comparison to the 
expanded nigrescence model, Worrell et al. (2006) were able to better capture the 
complexity of students’ racial identity attitudes by considering multiple attitudes a 
student can possess and the varying ranges of each of those attitudes. Additionally, 
Worrell et al. (2006) utilized cluster analysis, a technique that can be employed over large 
samples. Utilizing only the expanded nigrescence model, it is difficult to understand how 
a large sample of students frame their experiences in light of the fact that each student has 
multiple attitudes and to varying degrees.  
 During this study, scores were analyzed and the interpretation of students’ 
perspectives were based on which attitude(s) received the highest score within a cluster. 
Although the use of cluster analysis allows for a more comprehensive view of the student 
and their racial identity attitudes, analysis of the findings within the framework of the 
102 
 
expanded nigrescence model is still limited.  The theory is intended to help provide 
students’ “frames of reference or identity clusters through which the world is viewed” 
(Worrell, et al. 2004, p. 208); however, because students will have scores in all the 
attitudes to varying degrees, a quick look at the highest scores is not sufficient to interpret 
how students frame their experiences. By only examining the highest scores, we fail to 
examine the whole student without also considering mid and low scores.   
 This study supports the continued use of cluster analysis to examine racial identity 
attitudes. The ability to better understand how students might actually be displaying their 
attitude scores, rather than thinking about students in a singular attitude of pre-encounter, 
immersion-emersion, or internalization, can only help to more accurately reflect how they 
frame their experiences.    
 Implications for the CRIS instrument. Based upon the data collection and 
findings from this study, I have several recommendations for the CRIS instrument. First, 
the CRIS instrument used to score participants racial identity scores needs updating. For 
example, the CRIS items to capture gender demographics reflect a gender binary and do 
not provide additional options for transgender or gender non-conforming students. 
Second, the CRIS instrument does not provide options for participants to indicate they 
grew up in same-gender households. Third, question ‘s’ on the CRIS does not permit 
participants to choose “0” for the number of ethnic organizations to which they belong. 
Thus, this question assumes that all Black students participate in an ethnic organization. 
Fourth, the CRIS instrument was developed in 1971 and might possess question wording 
that is out date or not commonly used among today’s college students, such as “when I 
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read the newspaper or a magazine, I always look for articles and stories that deal with 
race and ethnic issues.” 
 Finally, CRIS provoked concerns from some participants over question wording. 
These concerns were voiced during my pilot study and during this study. Some of the 
questions were designed to capture a wide range of attitudes, some of which could be 
considered offensive (e.g., “I hate White people”, and “too many Blacks ‘glamorize’ the 
drug trade”). During this study, a few participants expressed concern and questioned the 
rationale behind such questions. These concerns had never been documented with college 
age students; however, they had been expressed by middle and high school aged students 
during a study conducted by Cross and Worrell (F. Worrell, personal communication, 
October 23, 2013).  The reaction by some students and a staff member to this during this 
study led to a structural break. Future researchers using the CRIS are encouraged to note 
the potential risk that some participants may experience a negative reaction to some of 
the questions. Additionally, future researchers should consider the impact such reactions 
could have on future analyses and if other questions could capture the same data.   
 This study recommends the revision of the instrument based upon the first four 
concerns raised above to make it more inclusive and contemporary in context. However 
at this time, I do not recommend altering the questions. To capture a range of racial 
attitudes from participants, those provocative questions are needed. However, as 
indicated, researchers should inform participants of the potential emotional risks 
associated with this instrument. I also recommend additional research to consider the 
possibility of omitting or reframing those questions.   
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Limitations 
 This study was not administered to first-time college students. Due to the date and 
time the survey was administered, first-time colleges would not have had time to utilize 
the GOBCC to a degree to evaluate their usage of the center. Therefore the study was 
only administered to student with sophomore standing or higher. Also, graduate students 
were invited to participate in the study. Their participation could explain the higher than 
anticipated number of participants over the age of 21 (52.5%), and could have 
implications for programming directed toward undergraduates based on findings from 
this study.   
  The second limitation is the structural break. Analysis of the break indicates 
different usage levels and slightly different identity attitudes of the participants who 
completed the survey prior to the break compared to those who completed the survey 
after the break. Although relatively minor and understandable, the impact of those 
differences increased due to the smaller sample size.   
 The third limitation may be the sample size. Graham (1992) reports that Black 
individuals are often resistant to participating in research. This study reflects that 
findings, as those who participated represented only 8.2% of the targeted Black student 
population for this study. Thus, generalizing beyond the sample may be difficult. 
 Conclusion 
 The current study examined the relationship between students’ racial identity 
cluster and their usage of the GOBCC. An intended goal of the study was to provide 
those with a vested interested in the success of Black students at PWIs, more information 
on how student inputs (i.e., racial identity attitudes) and how the environment of a BCC 
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impact the output of center usage. Additionally, this study sought to add to the limited 
research on BCCs, and help address a gap in the literature. This study has achieved its 
purpose.  
 This study finds that a student’s racial identity cluster may explain up to 83% (n2 
= .830) of the variability in their usage of the GOBCC. It finds significant differences in 
usage based on a students’ racial identity cluster. As predicted, students who view being 
Black of little consequence to their daily lives (pre-encounter cluster) use the Afrocentric 
GOBCC the least. Students with an interest in Black culture (immersion-emersion 
cluster) use the GOBCC the most. Students who recognize the strengths and weaknesses 
of their culture (multiculturalist cluster; Cross, 1991) are more likely than those in 
preencounter and less likely than immersion-emersion to use the GOBCC. The findings 
support the attitude descriptions in the expanded nigrescence model, and provides new 
insight into student usage of the GOBCC.  
This study specifically provides a quantitative analysis on BCCs in relation to 
racial identity attitudes to help address a gap in the literature. However, as previously 
stated, further research on BCCs is desperately needed. As institutions of higher 
education face budget cuts, research on the benefits and usage of BCCs may be needed 
for funding justification (The Associated Press, 2014).  Although the research on BCCs is 
limited, the importance could not be clearer. In 1972, MU established the Black Culture 
House, and subsequently built the GOBCC in 1998. Regardless of the name, facility, or 
location, the GOBCC has served MU and Black students since its inception. 
Understanding the value of creating that “home away from home” feeling is especially 
critical for Black students at MU, due to the underrepresentation of Black students at 
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PWIs (Johnstone, 1990) and evidence of a hostile campus climate (Mizzou Diversity, 
2012). The GOBCC was created as safe haven for Black students and is still needed to 
serve that purpose today (Gaines/Oldham Black Culture Center, 2011).  BCCs can 
provide a supportive and welcoming space to help foster same-race peer relationships, 
which may enhance academic competence and self-worth of Black students (Ancis, 
Sedlacek & Mohr, 2000; Patton, 2006; Rhodes, Reddy, Grossman, & Lee, 2002). 
Expanding the reach of BCCs has the potential to support even more students. Thus, 
understanding how racial identity attitudes may impact usage of BCCs, student affairs 
practitioners can take a more intentional approach to the support of all Black students.  
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Appendix A.  
Participant Solicitation Email  
 
To All Members of the XX Listserv:  
 
To better understand the usage of the Gaines-Oldham Black Culture Center (GOBCC), 
the following study is seeking students who identify as African American and/or Black. 
Your participation would be brief and only require approximately 30 minutes to complete 
a survey on racial identity attitudes and your usage of the GOBCC.  
 
At this time I invite you to visit the following website to participate in the survey: 
 
[TBD] 
 
Details about your rights as a participant are explained prior to the start of the survey.  
Your responses will be anonymous and all requested information will be kept 
confidential.  
 
Your participation will help the GOBCC and other student affairs practitioners gain a 
better understanding of your experiences at Mizzou and may lead improvements to the 
GOBCC.  Additionally, data you provide will used for the completion of my dissertation.  
 
If you have any questions or concerns related to this project, please contact: 
 
Tyler Page  
(573) 882-0244 
pagetj@missouri.edu 
 
If you would like to contact the MU Institutional Review Board about this project 
(#xxxxx), call: (573) 882-9585. 
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Appendix B.  
Original Letter of Consent  
The information detailed below requests your consent to participate in a research study (IRB 
Project #1208783) to explore the usage of the Gaines-Oldham Black Culture Center (GOCC) by 
African American/Black students. This is a dissertation project being conducted Tyler Page 
(researcher) as overseen by Dr. Jeni Hart (advisor/chair).  
Principal Investigator: Tyler Page (email: pagetj@missouri.edu) 
DESCRIPTION OF THE RESEARCH: You are invited to participate in a research 
study about the relationship between the racial identity attitudes of African American and 
Black students and their usage of the GOBCC. We are interested in your experiences and 
attitudes associated race and interactions at the GOBCC. If you decide to participate, you 
are requested to respond to a questionnaire that will take approximately 30 minutes to 
complete.  
 
RISKS: It is unlikely you will experience any risks from participation in this study 
beyond what you experience in daily life.  
 
PARTICIPATION IS VOLUNTARY: Your participation is entirely voluntary, and you 
can decline to answer any questions you do not wish to or withdraw your participation in 
this study at any time without penalty. You can freely withdraw from the project at any 
time without negative consequences, and all data pertaining to you will be destroyed.   
 
BENEFITS: Potential benefits from participation in this study include helping GOBCC 
gain a better understanding of your experience and helping to educate others who may 
read the resulting research.  
 
CONFIDENTIALITY: The results of this research will be compiled into a dissertation 
by the principal investigator, submitted for presentation at academic conferences and for 
publication in research journals. Individual responses are anonymous. All data will be 
stored in a secure location accessible only to the researcher. Your participation is 
completely voluntary. If you begin participation and change your mind you may end your 
participation at any time.  
 
QUESTIONS ABOUT THE STUDY: If you have questions or concerns during the time 
of your participation in this study, or after its completion or you would like to receive a 
copy of the final aggregate results of this study, please contact Tyler Page. If you have 
questions about your rights as a research participant, you may contact the study advisor 
Dr. Jeni Hart, Educational Leadership and Policy Analysis, University of Missouri, (573) 
882-4225; hartjl@missouri.edu or xxxxx, Chair, Institutional Review Board, University 
of Missouri, (573) 882-xxxx; xxxxx@missouri.edu. 
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I AM INTERESTED: If you are interested in participating in this study, please click the 
circle to your left and proceed by clicking the ‘next’ button, otherwise close your 
browser, which will indicate you do not want to participate in the study. 
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Appendix C.  
 
Survey Instrument  
 
Q1. I AM INTERESTED: If you are interested in participating in this study, 
please indicate so and proceed by clicking the 'Next' button.  
Count Percent  
0 0.00% I am interested in participating. 
0 0.00% I am NOT interested in participating. 
0  Respondent 
 
Q2. During the 2012-2013 school year, about how often have you done the 
following? - Attended a program/event, or utilized a service, inside the 
Gaines/Oldham Black Culture Center  
Count Percent  
0 0.00% Very often 
0 0.00% Often 
0 0.00% Sometimes 
0 0.00% Never 
0  Respondent 
 
Q3. During the 2012-2013 school year, about how often have you done the 
following? - Attended a program/event coordinated or co-sponsored by the 
Gaines/Oldham Black Culture Center outside of the center  
Count Percent  
0 0.00% Very often 
0 0.00% Often 
0 0.00% Sometimes 
0 0.00% Never 
0  Respondent 
 
Q4. During the 2012-2013 school year, about how often have you done the 
following? - Participated in an organization that utilizes space in the 
Gaines/Oldham Black Culture Center  
Count Percent  
0 0.00% Very often 
0 0.00% Often 
0 0.00% Sometimes 
0 0.00% Never 
0  Respondent 
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QA. I was enrolled in courses last fall semester (2012)? (yes/no)  
 If ‘no’ skip to QB. 
 If ‘yes’ skip to Q5. below  
 
Q5. During last fall semester (2012), did you attend an academic course held in 
the Gaines/Oldham Black Culture Center?  
Count Percent  
0 0.00% Yes 
0 0.00% No 
0  Respondent 
 
QB. I was enrolled in courses last spring semester (2013)? (yes/no) 
 If ‘no’ skip to Q7. 
 If ‘yes’ skip to Q6. below  
 
Q6. During last spring semester (2013), did you attend an academic course held in 
the Gaines/Oldham Black Culture Center? (yes/no) 
Count Percent  
0 0.00% Yes 
0 0.00% No 
0  Respondent 
 
Q7. During the 2012-2013 academic year, about how often did you use the 
Gaines/Oldham Black Culture Center computer lab Center?  
Count Percent  
0 0.00% Never 
0 0.00% Monthly or less 
0 0.00% Monthly 
0 0.00% Weekly 
0 0.00% Daily 
0 0.00% Almost daily 
0  Respondent 
 
 
Q8. Are you a member of an organization/group that is advised by a staff 
member of the Gaines/Oldham Black Culture Center?  
Count Percent  
0 0.00% Yes 
0 0.00% No 
0  Respondent 
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Q9. During the 2012-2013 academic year, other than utilization of the 
computer lab and attendance at an academic course, about how often did you 
visit the Gaines/Oldham Black Culture Center?  
Count Percent  
0 0.00% Never 
0 0.00% Monthly or less 
0 0.00% Monthly 
0 0.00% Weekly 
0 0.00% Daily 
0 0.00% Almost daily 
0  Respondent 
 
Q10. Which of the following responses best represents the quality of experiences 
you have had at the Gaines/Oldham Black Culture Center?  
Count Percent  
0 0.00% 1 - Unfriendly, unsupportive. sense of alienation 
0 0.00% 2 
0 0.00% 3 
0 0.00% 4 
0 0.00% 5 
0 0.00% 6 
0 0.00% 7 - Friendly, supportive, sense of belonging 
0 0.00% Not applicable 
0  Respondent 
 
Q11. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - As an African American, life in America is good for 
me.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q12. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I think of myself primarily as an American, 
and seldom as a member of a racial group.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q13. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - Too many Blacks "glamorize" the drug trade 
and fail to see opportunities that don't involve crime.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q14. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - I go through periods when I am down on myself 
because I am Black.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q15. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - As a multiculturalist, I am connected to many groups 
(e.g., Hispanics, Asian Americans, Whites, Jews, gays and lesbians).  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q16. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I have a strong feeling of hatred and disdain 
for all White people.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
 
Q17. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - I see and think about things from an Afrocentric 
perspective.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q18. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - When I walk into a room, I always take note 
of the racial make-up of the people around me.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q19. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - I am not so much a member of a racial group, as I am 
an American.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
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Q20. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I sometimes struggle with negative feelings 
about being Black.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
 
Q21. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - My relationship with God plays an important 
role in my life.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q22. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - Blacks place more emphasis on having a 
good time than on hard work.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
 
Q23. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - I believe that only those Black people who accept an 
Afrocentric perspective can truly solve the race problem in America.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q24. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I hate the White community and all that it 
represents.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q25. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - When I have a chance to make a new friend, issues of 
race and ethnicity seldom play a role in who that person might be.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q26. Read each item and indicate to what degree it reflects your own 
thoughts and feelings. There are no right or wrong answers. Base your 
responses on your opinion at the present time. To ensure that your answers 
can be used, please respond to the statements as they appear on the left by 
indicating your level of agreement to the right: - I believe it is important to 
have both a Black identity and a multicultural perspective which is inclusive 
of everyone (e.g., Hispanics, Asian Americans, Whites, Jews, gays and 
lesbians).  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q27. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - When I look in the mirror at my Black image, 
sometimes I do not feel good about what I see.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q28. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - If I had to put a label on my identity, it would 
be "American" and not African American.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q29. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - When I read a newspaper or a magazine, I always 
look for articles and stories that deal with race and ethnic issues.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q30. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - Many African Americans are too lazy to see 
opportunities that are right in front of them.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q31. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - As far as I am concerned, affirmative action will be 
needed for a long time.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q32. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - Black people cannot truly be free until our 
daily lives are guided by Afrocentric values and principles.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q33. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - White people should be destroyed.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q34. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I embrace my own Black identity, but I also 
respect and celebrate the cultural identities of other groups (e.g., Native 
Americans, Whites, Hispanics, Jews, Asian Americans, gays and lesbians).  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q35. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - Privately, I sometimes have negative feelings about 
being Black.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q36. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - If I had to put myself into categories, first I would say 
I am an American, and second I am a member of a racial group.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q37. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - My feelings and thoughts about God are very important 
to me.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q38. Read each item and indicate to what degree it reflects your own 
thoughts and feelings. There are no right or wrong answers. Base your 
responses on your opinion at the present time. To ensure that your answers 
can be used, please respond to the statements as they appear on the left by 
indicating your level of agreement to the right: - African Americans are too 
quick to turn to crime to solve their problems.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q39. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - When I have a chance to decorate a room, I tend to 
select pictures, posters, or works of art that express a strong racial-cultural 
themes.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q40. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I hate White people.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q41. Read each item and indicate to what degree it reflects your own 
thoughts and feelings. There are no right or wrong answers. Base your 
responses on your opinion at the present time. To ensure that your answers 
can be used, please respond to the statements as they appear on the left by 
indicating your level of agreement to the right: - I respect the ideas that other 
Black people hold, but I believe that the best way to solve our problems is to 
think Afrocentrically.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q42. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - When I vote in an election, the first thing I 
think about is the candidate's record on racial and cultural issues.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q43. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - I believe it is important to have both a Black 
identity and a multicultural perspective because this connects me to other 
groups (e.g., Hispanics, Asian Americans, Whites, Jews, gays and lesbians).  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q44. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - I have developed an identity that stresses my 
experiences as an American more than my experiences as a member of a racial 
group.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q45. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - During a typical week, I think about racial 
and cultural issues many, many times.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q46. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - Blacks place too much importance on racial 
protest and not enough on hard work and education.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
Q47. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - Black people will never be free until we embrace an 
Afrocentric perspective.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q48. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on 
your opinion at the present time. To ensure that your answers can be used, 
please respond to the statements as they appear on the left by indicating your 
level of agreement to the right: - My negative feelings toward White people are 
very intense.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
 
 
Q49. Read each item and indicate to what degree it reflects your own thoughts 
and feelings. There are no right or wrong answers. Base your responses on your 
opinion at the present time. To ensure that your answers can be used, please 
respond to the statements as they appear on the left by indicating your level of 
agreement to the right: - I sometimes have negative feelings about being Black.  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
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Q50. Read each item and indicate to what degree it reflects your own 
thoughts and feelings. There are no right or wrong answers. Base your 
responses on your opinion at the present time. To ensure that your answers 
can be used, please respond to the statements as they appear on the left by 
indicating your level of agreement to the right: - As a multiculturalist, it is 
important for me to be connected with individuals from all cultural 
backgrounds (e.g., Hispanics, gays and lesbians, Jews, Native Americans, 
Asian Americans).  
Count Percent  
0 0.00% Strongly disagree 
0 0.00% Disagree 
0 0.00% Somewhat disagree 
0 0.00% Neither agree nor disagree 
0 0.00% Somewhat agree 
0 0.00% Agree 
0 0.00% Strongly agree 
0  Respondent 
 
Q51. Gender:  
Count Percent  
0 0.00% Man 
0 0.00% 
Woman 
Transgender  
Other:__________________ 
0  Respondent 
 
Q52. How old are you?  
Count Percent  
0 0.00% 16 or under 
0 0.00% 17 
0 0.00% 18 
0 0.00% 19 
0 0.00% 20 
0 0.00% 21 or over 
0  Respondent 
 
QC. Name of High School:___________________________(open) 
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Q57. What is the racial composition of your high school listed in the previous 
question?  
Count Percent  
0 0.00% Mostly Black 
0 0.00% Mixed 
0 0.00% Mostly White 
 
 
Q53. Please indicate your ethnic background: (Check all that apply)  
Count Percent  
0 0.00% African 
0 0.00% African American 
0 0.00% Black 
0 0.00% Hispanic Black 
0 0.00% West Indian/Caribbean Black 
0 0.00% Mixed (please specify) 
0 0.00% Other (please specify) 
0  Respondent 
 
Q54. Are you currently a student at the University of Missouri?  
Count Percent  
0 0.00% Yes 
0 0.00% No 
0  Respondent 
 
Q55. What is your current classification?  
Count Percent  
0 0.00% Undergraduate student 
0 0.00% Graduate student 
0  Respondent 
 
Q56. What is your semester standing at this school? 
Count Percent  
0 0.00% 1st year 
0 0.00% 2nd year 
0 0.00% 3rd year 
0 0.00% 4th year or more 
0 0.00% Graduate student 
0  Respondent 
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Q57. What is the racial composition at this school?  
Count Percent  
0 0.00% Mostly Black 
0 0.00% Mixed 
0 0.00% Mostly White 
0  Respondent 
 
Q58. What is your current grade point average? (Please enter a number with 
decimals)  
Count Percent  
0 0.00%  
0  Respondent 
 
Q59. If you are attending college, what is your major? 
Count Percent  
0 0.00%  
0  Respondent 
 
Q60. What is the highest education level you have obtained?  
Count Percent  
0 0.00% Elementary school 
0 0.00% Some high school 
0 0.00% High school diploma/equivalent 
0 0.00% Business or trade school 
0 0.00% Some college 
0 0.00% Associate or two-year degree 
0 0.00% Bachelor's or four-year degree 
0 0.00% Some graduate/professional school 
0 0.00% Graduate or professional degree 
0  Respondent 
 
Q61. What is your current occupation? 
Count Percent  
0 0.00%  
0  Respondent 
 
Q63. How often do you attend religious services?  
Count Percent  
0 0.00% Seldom 
0 0.00% Sometimes 
0 0.00% Often 
0  Respondent 
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Q64. How important is your religion to you?  
Count Percent  
0 0.00% Not important 
0 0.00% Somewhat important 
0 0.00% Very important 
0  Respondent 
 
Q65. What is the best estimate of your/your family's yearly income before 
taxes?  
Count Percent  
0 0.00% Less than $10,000 
0 0.00% $10,000 - $20,000 
0 0.00% $20,001 - $30,000 
0 0.00% $30,001 - $40,000 
0 0.00% $40,001 - $60,000 
0 0.00% Over $60,000 
0  Respondent 
 
Q66. How would you describe the primary community in which you were 
raised?  
Count Percent  
0 0.00% Rural 
0 0.00% Suburban 
0 0.00% Urban 
0 0.00% Other (please specify) 
0  Respondent 
 
Q67. What was the racial composition of the community in which you were 
raised?  
Count Percent  
0 0.00% Mostly Black 
0 0.00% Mixed 
0 0.00% Mostly White 
0  Respondent 
 
 
Q68. What is your citizenship?  
Count Percent  
0 0.00% U.S. citizen 
136 
 
Q68. What is your citizenship?  
Count Percent  
0 0.00% Permanent resident of the U.S. 
0 0.00% Other (please specify) 
0  Respondent 
 
Q69. How many ethnic organizations do you belong to?  
Count Percent  
0 0.00% 0 organizations 
0 0.00% 1 organization 
0 0.00% 2 organizations 
0 0.00% 3 organizations 
0 0.00% 4 organizations 
0 0.00% 5 organizations 
0 0.00% More than 5 organizations 
0  Respondent 
 
Q70. What is the highest education level obtained by your guardian? 
Count Percent  
0 0.00% Elementary school 
0 0.00% Some high school 
0 0.00% High school diploma/equivalent 
0 0.00% Business or trade school 
0 0.00% Some college 
0 0.00% Associate or two-year degree 
0 0.00% Bachelor's or four-year degree 
0 0.00% Some graduate/professional school 
0 0.00% Graduate or professional degree 
0  Respondent 
 
 
 
Q71. If applicable, what is the highest education level obtained by second 
guardian? 
Count Percent  
0 0.00% 
N/A 
Elementary school 
0 0.00% Some high school 
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Q71. If applicable, what is the highest education level obtained by second 
guardian? 
Count Percent  
0 0.00% High school diploma/equivalent 
0 0.00% Business or trade school 
0 0.00% Some college 
0 0.00% Associate or two-year degree 
0 0.00% Bachelor's or four-year degree 
0 0.00% Some graduate/professional school 
0 0.00% Graduate or professional degree 
0  Respondent 
 
Q72. How would you describe your family's socioeconomic status?  
Count Percent  
0 0.00% Poor 
0 0.00% Working class 
0 0.00% Middle class 
0 0.00% Upper-middle class 
0 0.00% Wealthy 
0  Respondent 
 
Q73. How would you describe your current physical health?  
Count Percent  
0 0.00% Very poor 
0 0.00% Poor 
0 0.00% Fair 
0 0.00% Good 
0 0.00% Very good 
0  Respondent 
 
 
 
Q74. How would you describe your current mental health?  
Count Percent  
0 0.00% Very poor 
0 0.00% Poor 
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Q74. How would you describe your current mental health?  
Count Percent  
0 0.00% Fair 
0 0.00% Good 
0 0.00% Very good 
0  Respondent 
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Appendix D. 
 
Participant Solicitation Reminder Email  
Subject: Research Study: Racial Identity & Usage of the Gaines/Oldham Black Culture 
Center 
Hello,  
 
This email is a reminder. You will receive 1 more reminder regarding this study 
To better understand the usage of the GOBCC, the following dissertation study is seeking 
students who identify as African American and/or Black. Your participation would be 
brief and only require approximately 30 minutes to complete a survey on Black racial 
identity attitudes and your usage of the GOBCC. Following completion of the survey, 
you will have the option to enter a raffle for a chance to win an iPad mini. 
 
Details about your rights as a participant are explained prior to the start of the 
survey.  Your responses will be anonymous and all requested information will be kept 
confidential.  
Participation in this survey is voluntary. Please note some of the questions are 
provocative, and are designed to prompt a response on a scale from ‘strongly agree to 
strongly disagree’ in order to measure Black racial identity.  Some 
participants who have already responded to the survey have expressed discomfort when 
answering some of the questions, and raised concerns about question wording. 
The first 9 questions of the survey are designed to examine usage of the GOBCC and all 
remaining questions are designed to examine your racial identity attitudes. The Black 
racial identity questions were designed in 1971 by Dr. William Cross, a leading 
researcher in racial identity, and continue to be used by Dr. Cross and other scholars. The 
questions have been unaltered to maintain instrumental validity and reliability.  
 
This study was not commissioned by the GOBCC. However, your participation may help 
Black Culture Centers and student affairs practitioners, on a local and national level gain 
a better understanding of the relationship between Black racial identity attitudes and 
usage of the centers in order to provide the best programs and services for all who might 
use Black Culture Centers.  Additionally, data you provide will be used for the 
completion of my dissertation. 
 
At this time I invite you to visit the following website to participate in the survey:  
 
To access the survey please click here. If the survey does not open automatically, please 
copy and paste the following link to your internet browser's address bar:  
 
http://studentvoice.com/p/?uuid=0c19d3fcb3684f20978aa3235baa3967 
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If you have any questions or concerns related to this project, please contact: 
Tyler Page  
pagetj@missouri.edu 
If you would like to contact the MU Institutional Review Board about this project 
(#1208783), call: (573) 882-9585. 
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Appendix E. 
 
Email to Study Participants Following the Structural Break and Updated Consent 
Letter Following Structural Break 
 
The information detailed below requests your consent to participate in a research study 
(IRB Project #1208783) to explore the usage of the Gaines-Oldham Black Culture Center 
(GOCC) by African American/Black students. This is a dissertation project being 
conducted Tyler Page (researcher) as overseen by Dr. Jeni Hart (advisor/chair).  
 
Principal Investigator: Tyler Page (email: pagetj@missouri.edu) 
 
DESCRIPTION OF THE RESEARCH: You are invited to participate in a research 
study about the relationship between the racial identity attitudes of African American and 
Black students and their usage of the GOBCC. The study is interested in your attitudes 
associated with race and interactions at the GOBCC. If you decide to participate, you are 
requested to respond to a questionnaire that will take approximately 30 minutes to 
complete. At the conclusion of the survey you will have the opportunity to enter a raffle 
to win an iPad mini. To enter the raffle you will be directed to a separate site so your 
survey anonymity will be maintained.  
 
RISKS: Some of the questions are provocative, and are designed to prompt a response on 
a scale from ‘strongly agree to strongly disagree.’ Some past participants have raised 
concerns about question wording and expressed feelings of discomfort when answering 
some of the questions. Some past participants have considered some questions 
insensitive.   
 
PARTICIPATION IS VOLUNTARY: Your participation is entirely voluntary, and you 
can decline to answer any questions you do not wish to or withdraw your participation in 
this study at any time without penalty. You can freely withdraw from the project at any 
time without negative consequences, and all data pertaining to you will be destroyed.   
 
BENEFITS: Potential benefits from participation in this study include helping Black 
Culture Centers gain a better understanding of how racial identity attitudes impact center 
usage, and helping to educate others who may read the resulting research. A copy of the 
findings will be available to the University Missouri-Columbia, Ellis Library.  
 
CONFIDENTIALITY: The results of this research will be compiled into a dissertation 
by the principal investigator, submitted for presentation at academic conferences and for 
publication in research journals. Individual responses are anonymous. All data will be 
stored in a secure location accessible only to the researcher. Your participation is 
completely voluntary. If you begin participation and change your mind you may end your 
participation at any time.  
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QUESTIONS ABOUT THE STUDY: If you have questions or concerns during the time 
of your participation in this study, or after its completion or you would like to receive a 
copy of the final aggregate results of this study, please contact Tyler Page. If you have 
questions about your rights as a research participant, you may contact the study advisor 
Dr. Jeni Hart, Educational Leadership and Policy Analysis, University of Missouri, (573) 
882-4225; hartjl@missouri.edu or Institutional Review Board, University of Missouri, 
(573) 882-9585; umcresearchcirb@missouri.edu. 
 
I AM INTERESTED: If you are interested in participating in this study, and understand 
the aforementioned risks, please select “I am interested in participating” and then click 
‘next’, otherwise select “I am not interested in participating” and then click ‘next’ or 
close your browser, which will indicate you do not want to participate in the study. 
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Appendix F.   
Usage questions - dependent variables 
1. During the 2012-2013 academic year, about how often did you do the 
following (1-very often, 2-often, 3-sometimes, and 4-never): 
a. Attended a program/event, or utilized a service, inside the 
Gaines/Oldham Black Culture Center 
b. Attended a program/event coordinated or co-sponsored by the 
Gaines/Oldham Black Culture Center outside of the center 
c. Participated in an organization that utilizes space in the 
Gaines/Oldham Black Culture Center 
2. I was enrolled in courses last fall semester (2012)? (yes/no) 
a. If ‘no’ skip to question 4 
b. If ‘yes’ proceed to question 3.  
3. During last fall semester (2012), did you attend an academic course held in the 
Gaines/Oldham Black Culture Center? (yes/no) 
4. I was enrolled in courses last spring semester (2013)? (yes/no) 
a. If ‘no’ skip to question 6 
b. If ‘yes’ proceed to question 5.  
5. During last spring semester (2013), did you attend an academic course held in 
the Gaines/Oldham Black Culture Center? (yes/no) 
6. During the 2012-2013 academic year, about how often did you use the 
Gaines/Oldham Black Culture Center computer lab Center (never, monthly or 
less, monthly, weekly, daily or almost daily) 
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7. Are you a member of an organization/group that is advised by a staff member 
of the Gaines/Oldham Black Culture Center? (yes/no) 
8. During the 2012-2013 academic year, other than utilization of the computer 
lab and attendance at an academic course, about how often did you visit the 
Gaines/Oldham Black Culture Center (never, monthly or less, monthly, 
weekly, daily or almost daily)  
9. Mark the box that best represents the quality of experiences you have had at 
the Gaines/Oldham Black Culture Center (on a scale of 1-7; 1-unfriendly, 
unsupportive, sense of alienation to 7-friendly, supportive, sense of belonging 
or 8-not applicable).  
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